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. This volume has been compiled with the busy school
4dmimstaterinmind. We-have taken the best literature the ERIC
system has to offer. extracted the most important information it
contains, and presented this material in an easy-to-use form. The
Best of the Best of ERIC, Volume 2 is intended for use as a handy
reference volume. Each Chapter contains annotations of the prime
literature on a topic of current interest to the school administrator. *
Aquick perusal of any chapter gives the reader a good idea of major
issues and proposed solutions to problems in each of the twenty
areas. Each chapter contains reviews of eleven to eighteen reports
and journal articles selected for their currency. relevance, and
practical value

" The Best of the Best combines and updates issues twenty-one-
through forty of The Best of ERIC, our annotated bibliography
" series. [t contains 127 new annotations of reports and journal
articles that have become available since the original issues of The
Best of ERIC were published. Several entries that appeared in the
original series have been rewritten and expanded. ltems no longer
relevant have been omitted. The volume contains a total of 307
annotations. ’ a
The Clearinghouse an Educational Management published the
first issue of The Best of ERIC in September 1974, Four yéars and
forty issues later, the series has earned the distinction of being a
unique attempt to present readily usable information in the ERIC
system t0O school practitioners, This volume is the culmination of
our efforts to deliver to school administrators the créme de la
créme —the best of the best of ERIC.

Philip K. Piele
Director

ERI
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ERIC.
and ERIC/ICEM

The Educational Resources Information Cemter (ERIC) is a
national information svstem operated by the National Institute of
Education. ERIC serves the educational community by
disseminating educational research results and other resource
information that can be used in developing more effective
educational programs. '

The ERIC Clearinghouse on Educational Management, one of
several clearinghouses in the system, was established at the
University of Oregon ir: 1966, The Clearinghouse and its companion
units process research reports and journal articles for
announcement in ERIC's index and abstraci bulletins. :

Research reports are announced in Resources in Education (RIE)
available in many libraries and by subscription for $42.70 a year
from the United States Government Printing Office, Washington,
D.C 20402. Most of the documents listed in RIE can be purchased
-through the ERIC Document Reproduction Service, operated by

" Computer Microfiim International Corporation.

Journal articies are announced in Current Index to fournals in
Education, CIE is also available in many libraries and can be
ordered for $62 a year from Macmillan Information, 100D Brown
Street. Riverside, New Jersey 08075 Semiannual cumulations can
be ordered separately

Besides processing documents -and -journal articles. the
Cleannghouse has another major function—information analysis’
and synthesis. The Clearinghouse prepares bibliographies,
literature reviews, state-of-the-knowledge papers, and other
nterpretive research studies on topics in ity educational area.

The materfal in this publication was prepared pursuant to a
contract with the National Institute of Education, U.S. Department
of Health, Education. and Welfare. Contractors undertaking such
projects under government <POnsorship are encouraged to'express
freely their judgment in professional and technical matters. Prior to
publication, the manusctipt was submitted to the Center for
Educational Policy and Management for catical review and
determination of professional competence. This publication has

met such standards. Points of viev or opinions, however, do not
necessarily represent the official view or opinions of either the
Center for Educational Policy and Management or the Na;ional
Institute of Education,

Printed in the United States of America

No federal funds were used in the printing of this publication
Library of Congress Catalog Number. 77-71714
Clearinghouse Accession Number. EA 011 100
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" Carpenter, C. C. “Principal Leadership . and Parent
Advisory Groups.” Phi Delta Kappan, 56 6 (February
1975), pp. 426-27 E} 110933

The principal’is in a unique\position to affelt the saccess or
failure of the local school's parent advisory group Only throughthe
6rov|s|cm of positive leadership cdn the pringipal guide the group to
constructive pursuits. The first and most important functien of the
principal is to make sure the advisory group is aware of its limits, its
responsibilities, and the possibilities open hefore 1t

The second function is one of mediation The principal 1s the
communications link between the advisory group and the centrdl
administration apd employees’ organizations Each must be made
" aware of the concefns, the legal rights. and the obligations of the
others,

see that the advisory group does not act out of haste or emotion, but

considers all sides of every issue Only a carefully thought-out

decision will stand up /under criticism, and only positive results wilt
- hold the advisory group together. as well as assure the group’s
.continued respect from the prncipal and the school

2 Davies, Don. “Making Citizen Participation Work ”
National [fementary Principal, 55. 4 (MarchiApnl
1976), pp. 20-29. E) 134 458

Citizen participation in school governance. Davies wnies, 15
rooted in the antipoverty programs and ciwl nights, antiwar, and
consumer movements of the past decades It 1s also the natural
reaction to the slyrocketing costs and sefdom-realized expectations
of education and other human services The public has come to
question the experts and officeholders and demand more
[ responsive institutions. -

Davies critically views citizen parlucupal:m in education andl
concludes, “The quantity is high. quality and /mpact are laggmg far
behind ” School-initiated programs are too often merely “window
dressing” or “placating” mech‘misrns_ Davies responds with mine
goals for more effective particibation. all centerng on local
strategies and feadership.

The school council is for Davies a means of reabzing his goals of
increased democracy, decentralization, and school-community
collafforation. 'Such councils. composed of parents, otizens.

ts, and teachers, “should' emerge as the predominant modle™
\Jf’such vollaboration. Initrated with dearly defined functions and
authority, the councils can engage in such actwaties as setting
school budget priorities, identifying goals and pnorities for the
schools, joining in the selection and evaluation‘of teachers ancl
‘principals, and reviewing new programs.

Davies provides some general guidelines for elfectve councils
Citizens and existing parent gtroups should participate from the start
in developing a council Council members should be elected. not
appointed, and should represent a cross section of the community
And of special importance, council and principal will need to

develop 2 “cooperative and mutually supportive relationship ™

Finally, the principal must use his or her professional expertise to

3 Powning, Charles J. “Advisory Committees: Telling or
Helping.” Elementary School Giidance and
Counsefing, 12. 1 (October 1977). pp. 20-24. E} 169

307, :

with most governmenf programs requinng communily
nvolvement, aitizen advisory commitiees have become almost
permanent fixtures in the schools—for better or worse. In the
abstract. public participationp may be a desirable goal, but many
administrators have come to resent the encrogchments of **pushy”
nonprofessionals. At a recent workshop, for example. a chorus of
admimistrators expressed their frustration withyvolunteer groups
that seent to have taken over the reins of the s¢hools.  \.

But this antipathy does not have to exist: advisory co
can he valuable adjuncts to professional management.
cites the Lake Tahoe (Califomia) school district’s su
expenence with adwisory committees as an example of jcitizen
involvement at its best. In an anonymous survey of staff working
with volunteer groups, 100 percent of the respondents felt that
advisory commuttees were a helpful part of the regular department
and should be continued.

The accomplishments of the groups working on guidance and
spearal education were particularly noteworthy. The key to their
success. Downing says, was the members” sense that they were
performing meaningful tasks. Before the commitiees started, the
Lake Tahoe public’had been uncertain of the functions of the
gudance and specal education departments; these programs had
consequently stagnated. More input, both personal and financial.
was needed. After demandmg training sessions, the committees
evolved nu Qrous tacks to strengthen the programs. for example. .
they inihated a, local Special Olympics and promoted newspaper
coverage of cour\selmg, ctivities.

The guidance cofmittee also designed and lmplemenled a
districtwide parent education system and oversaw the development
of a student tutoring project. Political action was also pursued; the
Special £ducation Advisory Committee succeeded in placing two of
their members on the goverming boards of regional agencies, and
the guidance committee actively supported slafe atd for needed
services . )

The Lake Tahoe experience 1s tangible evidence that when

administrators bring  themselves to give atizens committees

sigrificant tasks. they may well be repaid with public support and
sigificant improvement in local education.

@ Eisenberges, Katherine E. “How Much Should You
Involve Your, Community in Picking Your Next .
Superintendent?” and Erickson, Xenneth, and Shinn,
James. “And How Much Is Too Much Community
Involvement?™ American Schoof Board Journal, 162,
11 (November1975), pp. 3334, 64. E) 127 612 and 127
613.

A growmg number of districts are involving the community in
therr supennitendent selection process. Such involvement, if well-
managed. can signilicantly improve the selection process and help
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2 guarantee a closer tie among superintendent. board. and
. community, Eisenberger believes. She presents a six-step plan for

effective Community participation in the process, which makes use
of an advisory committee. -

After it formulates a set of ground rules. the board can create a
selection advisory commuttee of ¢itrzen leaders, students,
admnigtrators. and teachers. The committee can use selecuon
cntena based ondistnct needs and goals to evaluate the candidates
and select semifinalists for farther review The board and
committee can next seParatety interview the semmfinalists, before
the board chooses the finalists. The tinalists can then particspate In
structured school-community interviews, in which citizens direct
questions to the candidates through the hoard. Through this
process, candidates can hear community concerns at firsthand and
see the beard in action, and the new supernmiendent should gan
broad-based support from the start

Erickson and Shinn a¢ld a casé hustory to Eisenberger’'s model as
they describe one distnct’s use of an adwisory commuttee 10 screen
applicants. They focus on the procedures they employed as
consultants to ail the ¢itizens, who had no prévious expenence in

teviewing professional papers. Although the committee required’

more time for planmng. preparation. and particepation. the
community is happy with the results, they conclude

5’ : Greenwood, Gordon E., and others. “Citizen Advisory
Committees.” Theory mto Practice. 16, 1 (February
1977). pp. 12:16. € 163 152

Pares  volvement In the schools has traditionally been hmited”

to mude  sass parents and to activities outside the decision-
making h. cess But beginning in the sixties, parents —particularly
those with low incomes — have jomed in decision-making, as federal
law has mandated advisory committees for new federal programs

@ Haugen, Percy; Dillman, Gene; and Brown, Lee.

“SchooliCommunity Involvement at the Secondary 3 |

“Level.” Thrust for Educational Leadership. 6,.3
(lanuary 1977). pp. 1416. EJ 159 818.

This article reports on the community participation efiort of the
Fairtield-Suisun Unified School District, California. Though short on
critical discussion, it illustrates some effective uses of advisory
committees, highlighting their roles in program development and”
improvement.

The district’s new competency-based education program owes
much to citizen involvement A ic.nt committee of Citizens and
staff helped develop its new curriculum. Newly constituted public
service and industry-education advisory councils, respectively
coinposed of government and business representatives, guide the
district's new carcer majors. Vocational, agricultural, and home

Sonie states are now also mandating school advisory committees._ _ _ €conomics councils also help direct programs and promote off-

The authars, dravang on their work with advisory committees in
Flonda, critically exanmine all aspects of such commuttees, meluding
committee functions, operation. and evaluation Their exammiation
brings many valuable suggestions for pracutioners.

Schools may have difficully, they state. in recrinting low-income
and minonty parents for therr commitiees, because of distrust built
up over the years and child care and transporiation problems. A
special membership committee can help seek out these peeded
parents. The committee can operate by dwding the school's
attendance area inlo sections andl wlenUfying soctal leaders for
each. These leaders can recommend prospective members, whom
the commuttee should personally invite to jom. perhaps by heme
visit. Parent volunteers can help solve the new membess” child care
and trénspormlion problems -

The authors also suggest use of a“parent mvolvement specialist”
to help solve the atutude problems of both adimimstrators, who may
feel threatened, and parenic ..ho may feel unqualfied The
specralist, perhaps a regular staff member released part ome, could
conduct mservice traming for admmistrators and parents and case
commumication problems as necessary

LY

campus activities. The dlistrict expects that this involvement will. __
improve its course offerings and thus increase the employability of
its graduates T

Advisory councils, composed of parents, students, and teachers,
opefate at each school and discuss such topics as petsonalized
learning, school orgamzation, and community-based learning. The
councils divide into subcommuttees to study and advise on specific
program concerns.

Other district efforts at commumly nvolvement include a
scholarship council, surveys of parent concerns. a plan to promote
teacher-parent contact, and 2 sertes of callin parent meetings. in
which the school$ invite small groups of parents for discussion of
policies and programs, .

Six other articles in this issue o Thrust discuss communily
mvolvement .

Hofstrand, Richard K., and Phipps, tloyd ). Advisory
7 Councils for Education: A Handbook. Urbana:

Deparntment of Vocational and Technical Education,

Universily of‘lllinois. 1971. 49 pages. ED 057 213




Admiinistrators planning to organize a citizens cummitiee or
locking for answers to questions about such groups should put this
handbook on their reading list Five chapters of detaided.
straightforward information discuss benefits. organization, de-
velopment, and functions of advisory groups

- Administrators and beards of education are realizing the benefits
of ‘citizens committees—advice and assistance and better yse of
time and resources. Learners, council members, parents. schools,
and the community also gain Every community evaluates its

" schools: the conclusions and judgments of an advisory council
coilecting and disseminating appropriate information can
crystallize support for the schools and offset vague and unrealistic
criticism.

Regardless of the size of the district, the authors suggest a central
council of 912 people, suppiemented by other commuttees of 59
members A desirable objective 15 to involve 1 percent of the voters
in committees that are school sponsored rather than independent.
both temporary and continuing. and advisory not admmistratwe
The salection process receives detailed treatment. .

In developing councii operations, two concarns are important
internal workings such as bylaws, responsibiiities. and policies. and
‘the process of how members can become informed and can learn
about problems to be studied.

Advisory councils should avoid such questionable activiues as
~ independent reports to the public. noneducational concerns,
pressure tactics, fund-raising. involvement in personnel matters,
and the “hows" of learning. teaching, counseling. of administration.

. 8 llinois State Office of Education. A Cuide for
&) Planning, Organizing. and Ulilizing Advisory
Councils. Springhield, lilinois. Division of Vocational
4nd Techmical Education, [1975). 40 pages. ED 117

- 38,

“Gecupational education programs must have direct lines of

-.- - communication with the professions, business, industry. and public

services il they are t:b be relevant and up to date. . The
involvement of volupteer, knowledgeable citizens enhances
“impgrtant public acceptance for career education” But how is a
careet education advisory council developei?
Different levels of education and different sizes of school require
of permit varying council systems. with varying degrees of
* specialization. Whatever the size or scope of the counail system.
though, there are common requirements for organization i
The councit system should be officially sanctioned and provided
with adequate guidelines by the school admmistration.
Appointment of a selection committee will provide a valuable
mathod of assuring a+ide range of viewpoints on the council The
choice of cauncil members is crucial. The selection commitiee
shouid be aware thqt‘specialists may be more valuable than
generalists in an advisory capacity for many occupational areas
“The average advisory council should be large enough to be
representative of the community and small enough to encourage
active individual participation ” Three-year terms on a rolating
‘basis will provide allequate time for developing interest and

o

knowledge, as well as assuring continuity of council actwities.
Schoo] representatives should be present. but withourt a vote.

Once organized. a council must be kept busy and must feel that
its work js valuable and effective. Its actions can help teachers and
administrators in numerous ways, improve student career selection,
placement, and evaluation methods and results, provide career
information, improve community-parent involvement. and develop
better public relations for the program.

More a listing of suggestions and possibilities than a theoretical
document, this collection of three bulletins provides information
valuable in the formation of advisory councils in general, despite its
announced focus on occupational education.

@ Jenkins, jeanne Kohl. “Impression Management:
Resoonses of Public School Principals to School-
Community Advisory Councils.” Paper presented at

American Educational Research Association annual

meeting, Chicago, April 1974, 37 pages. ED 090 665.

Principals use varying manipulative strategies. both consciously
and unconsciously. to influence the perceptions advisory councils
develop about the principal and his or her authority. and the
perceptions the principals develop about themselves and their
involvement with the councils. These strategies make up

“impression management”—how an jndividual manufactures
impres sions of himsetf for the benefit of dther Deople withwhom he
interacts.

Using references to other studies and authorities, this study
concentrates on methods used by principals in the Los Angeles
public schools to deal with newly introduced advisory councils.
Principals tend to see their role as that of legitim ate decision- maker
in the school. yet realize that council members may challenge that
role, creating a potenfial conflict.

while more scholarly than most of the docurnents covered in this
selection. Jenkins’s paper can be particularly valuable in pointing
out to administrators the possible reasons for and effects of their
styles of leadership. The study concludes that principals whose
communities and councils fail to be supportive or are even
antagonistic appear more likely to use “impression management”
techniques, a tendency that could further obscure the root
problems hindering good relationships.

n@) Nerden, Joseph T. ~Advisory Committees in

Vocational Education: A Powerful Incentive to
Program Improvement,” and Whitten, Benjamin, and
others. “The Effective Functioning of Local Advisory
Committees: Case Swdies from Baltimore.”
American Vocational Journal, 52,1 (lanuary 1977), pp.
27-35. EJ 153 190 and 153 191.

Vocational educators at ali javels view advisory committees as
essential to their programs, but they do not always use such
committees effectively. Nerden writes. To aid educators in making
better use of these commitiees, Nerden discusses their functions
and offers some sound recommendations for local admmlstrators

Vocational advisory committees can be pamcglarly helpful in

[
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updating programs 0 that they reflect current technology and
emploYment opporturities Employer, management. and labor
representatives, e .erts n thewr fields. can offer very specific
advice. Their partsGipation. il 1t does not exceed advice. can be
especially beneficial to vocational teachers, who are often inchned
10 dwell on the broad essentials

Some basic rules will improve committee effectiveness. Nerden

states One of the committee members, rather than a school
official, should chaw the committee The school should handle all
the necessary legwork. such as assembling and mmeographing
matenals and arranging for secretanal help Meetings should be
spent on vital issues and problems at hand and not on reviewing old
business and past accomphshments Schools should also send out
meeting agendas in advance And though schools should clearly
distnguish advisory from -pohcy-making activities. they should
néver Use a comnuttee as a “rubber stamp s

Whitten’s article complements Nerden's by presenting six ¢case
studies of advisory commuttees serving the Balsmore City Schools
Five studies discuss the work of trade commmttees hnked to specific
occupational programs, and one discusses the efiort of a shortterm
committee in developing a new carcer education ¢ourse The
studies detal the commitiees significant contnbutions to the
creation and upgrading of district programs

ﬂ ﬂ Nolte, M. Chester. "Citizen Power over Schools How

Much Is Too Much?” Amenican Schoof Board fournal, ©

163, 4 (Apnl 1976k pp 34-36 E] 134 527 -

While the involvement of c¢ihizens groups ‘i education has
brought many benefds. it can also bnng senous problems. Nolte
warns Boards must be careful to mamtan ther authonty and
prefogatives through meticulous orgamzing of citizen advisory

_commuttees ™

Two problem areas of cibzen mvolvement eall for special

- attention Boards should not officially seat citizens groups at the

collectve bargarning table, since such involvement ¢ ' ‘nies
issues and builds a forum for divisveness * Boards she v alse. e
wary of using ¢itizens groups in textbook selection Ctizens can
focus ther attention on mumiscule particulars rather than general
goals and end up beng a censaﬁ??p group

Nolte concludes with general gludelines for the management of
advisory commuttees Boards sb}mld select a commuttee that
represents a true cross section of the distnct andd abpoint members
themiselves Distncts should define a specihic tasx and purpose for a
committee and disband 1t once 1t has fulilled s tharge The
advisory-only status.of the commuttee should be made clear Boards
will also need o gwve the commuttee full cooperanon. providing
access to alf needed information. and  keep an open muntl until ail
the facts aren ™

ﬂz Oldham, Neild B. Citizens Advisory Committees,

‘ Public Participation Increases, Guides Change m
Amencan Education Arhington. Virginia  National
School Pubhic Rekitions Associaudn. 1973 56 pages
£ED OM 853

Lo

The citizens advisory committee movement has taken off in
unexpected drections Ongmally infended as a group serving the
entire district and 1ts board of education as a consultative body. the
ciizens commitiee 15 now apbeanng frequently ag the local school
Jevel as an operational unit.

This is the most surprising result of a survey conducted by
Education U.S.A. into current national practices for handling
advisory committees This booklet analyzes survey responses to
present a picture of the average commuttee, how it is organized.
what 1 does. how it s changing. and what its strengths and
weaknesses are as percewed by its members Countless specific
commuttees are Cited as examples of both wpical and unigue
solutions to common concerns and needs

Coverage of the basic 1ssues 1s thorough and clear A substantial
appendix provides samples of bylaws. policies. and forms ’

ﬂ 3 Price, Nelson C. Schoof Community Councils and
Advisory Boards: A Notebook for Administrators.
Why? Who! What? When? How?! Operations
Notebook 18. Burhingame. California: Association of
Cabifornia School Administrators, 1977, 49 pages. EQ
145 583

Administrators have made some progress toward involving
aitizens in the schools, but much remains to be done All (oo often
admmistrators’ efforts founder from arack of adequate attention to
the detals of forming an effectwe advisory commitiee, good
intentions are no substitute for thorough preparanon This
monograph is a step in that dwection )

Price emphasizes that individuals are crucial to public
involvement. and theY must be met on their own terms
Admimstrators, he suggests, “tend to spend tume looking forways to
motivate commumities. rather than concentrating on the motivation
of indwiduals ~ After guidelines have been established. prospective
members should be approached in as personal a manner as
possible, anonYmuity has no place in the development of a school
community council ’

Attention should be pad to those people who agsist in the early
stages of a project. and they should be encouraged to continue their
efforts They will not only be knowledgeable about the ¢ouncil's
function. but they will appreciate the school’s respect for their |
contnbutions If commnttee membets should become discouraged,
they should be remanded of therr successes, negativity can be
contagious Price realizes. however. that personal contact is not
sufficient i wtself Roles and responsitubities need to be thoroughly
descnbed. and proccdures outlined Whether or not they are written
down. the rules should be dutitully cbserved ¢

This notebook was designed to be used in conjunction with a
workshop, but its general information. group sxercises, and sample
forms are resources m themselves

ﬂ @ Rodgers, Joseph Lee, . Citizen Committees: A Guide
y 1o Their Use in Local Go..mrient. Cambridge,

. . Massachusetts Baflinger Publishag Company 1977,
¢~ 103 pages ED 147 978




Despite the proliferation of citizen committees in recent years,
there have been few opportunities for formal training. and
researchers have almost ignored the subject. Practical experience
and intuition are valuable. of course, but no substitute for an
understanding of the nature of citizen boards. Too often roles and
.responsibilities are left ill'defined, and well-meaning efforts end up
embroiled in controversy. Given this background. Rodgers’
comprehensive study of citizen committees is a worthy
contribution.” |

He divides committees into sixteen types and groups them into
seven categories according to their basic functions. The goals, size,
and composition of each type are outlined. and its purpose,
organization, constituencies, and necessary resources are
discussed. This useful schematic is filled out with portraits of
successful committees in large and small cities throughout the
- nation. The attention to general characteristics and specific
examples provides an enlightening look at the dynamics of citizen
groups and indicates where their strengths lie.

While the main thrust of this study is an examination of the
varieties of citizen committees, Rodgers also devotes some time to
precepts that should guide administrators. Without adequate
adherence to basic principles. he wams, a voluntary committee is
liable to reinforce old prejudices and generate new resentments,

Despite the potential pitfalls. Rodgers finds every reason to be
optimistic about the future of citizen committees. They have
increased public awareness and have offered avenues of
advancement for those interested in seeking higher office.
Moreover, advisory committees have brought together people from
different backgrounds and have made the political process more
visible, Rodgers concludes that this kind of impact is not only
valuable buf essential to & healthy society

.
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ﬂ 5 Barth, Itoland S. “Is There a Way Out?” National-
El‘emeptary Principal, 53. 3 (March/april 1974]. pp.
12-187€).096 020,

Barth notes the gradual dissolution of uniformity in the schools,
pointing out that no longer can the principal rely on his teachers,
students. or their parents to condone a “uniform position for
everyone” in the school. The erosion of unifomnity has led {6 an
accompanying erosion of the power of the principal to administer
the school. Barth recommends that the principal utilize “diversity”

- and "ecumenism” to réduce dissonance and to encourage learning. -

Such diversity can be accomplished by offeting education
ai*matives on two levels —within the district as a whole. and within
a particular school. Barth prefers the latter- approach. noting that
when alternative schools are set up within the district. students,
teachers. and parents with similar attitudes and’ values tend to
congregate in ifdividual schools, defeating the goal of teachlng
people * to understand and live with one another.” .

. Providing alternative education within a school necessitates
giving individual teachers autonomy within their classrooms,..
allowing them to choose the means by +/hich they accomplish the
educational goals set out by the school as a whole. It is essential to
place students in the classroom environment most suited to aiding

~ their development. according to Barth.

Barth's article’ is of interest bécause he approaches the im-
plementation of alternative education'on a local level. As an
elementary school principal. Barth indicates .a thorough ac-
quaintance with the problems of resolving conflicting expectations
and still maintaining educational quality. s

. “Broad, Lyn. Alternative Schools: Why. What Where
ﬂ@ and How Much, Education U.5.A. Special Report.
Arlington. Virginia: National School Public Relations

Association. 1977. 98 pages. ED 139 071.

Alternative schools are becoming increasingly respectable in
educational circlés. according to Broad. This book discusses the
reasons for their growth and sugges{s possibilities for their
continued development .

- Three categories of schools, emphaslzmg certain distinctives are
explored The first. schools that emphas:ze the instructional
approach. includes “open” schoofs (which stress studént sglf-
determination and freedom) and continuation schools (which are
designed for dropouts or potential dropouts, teenage parents. and -
those with similar situsations). As in all three categories. Broad cites
examples of representative schools.

The second category is schools:that emphasize innovative
curriculum. including magnet schools, schools-within-schocls, and
fundamental schools. These are especially geared toward
overcoming the problems of bigness in "monolithic” schoals.

Resources and facilities are a third category of emphasis. Many
of the schools in this category are oriented toward experimental
leaming and community-based education

A number of potential problems are mentioned by Broad. Many
of them center around fears and uncertainties about experimenting
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with children’s education and a:oijnd a lack of understanding of

what alternative” schools are really about Broad believes the
solution to many of these broblems lies in a conscientiols defiing

of what the basics i education are and an effort to °nsure (hal they . .

are taught. ‘s

Overall ¢-sts for altemative programs may, lnlttally be higher
than for traditional education. but many beleve that most can
operate within the normal per-pupil-cost range once the programs
are underway.

The final,chapter is a discussion of how to implement alternative
progrants and how to kegp them going One of the key ideas s for
the proposed alternative to be explained in wnting before it begins
s0 everyone involved knows specifically what the philosophy and

. 80als are. The proposed means and cntena for evaluation should

also be in wnting before the program starts

Two other important ideas are to find out as much about other
schools as possible before starting and to give potential teachers a
choice regarding their ipvolvement
. “Clearly the best survival strategy.” Broad states, “1s a genunely

" distinct progam, distinguished by its excellence as well as by its

dillerence.” Such a program would also be charactenzed by its
ability to change as needs change N

N7

%

~ Deal, Terrence E. An Organizational Fxplanation of
the Failure ol Altemative Schools. Research and
Development Memorandum No. 133, Stanford,
Cahformia- Stanford Center for Research and
Deveiopment in Teaching, Stanford Unwersity. 1975
27 pages. ED 101 441

Deal maintains that the failure ol some alternative schools 1s
attributable to intracrganizational dilficulties —that“they were not
able to cope with the organizational preblems produced by pew
authority patterns and by highly complex educational processes
Deal’s thesis departs Irom the more common‘economic polmcal
and anlhropotogucal explanations ol alternative school failure “He
speculates that problems arising from these three factors may
lollgw from the basic orgamzational weakness ol the schools,
instead of serving as sources lor that weakness v

Deals argamzational analysis uncovered “a fauly predictable
series ol events ar stages” 'eading to one of three “outcomes”.
dissolution ol the school, assumption ol the charactenstics. of
traditional schools, or development of a “stabilized alternatwiz to
canventional schoolng.” His two case studies (of a commanty
school and an wban school) mdicate three main evolitionary
phases through which alternatwé schools pass.

First, “the euphorc stage” 1s marked by excitement,.enthusiasm,
and cooperation among students, stalf, and parents Second, the
psychsc upheaval stage vccurs, charactenzed by depression and
cnises Alter upheaval, dissatsfaction sets m Everyone mvolved
comes to believe that the alternatwe school 15 no better than
anything else ” The dissatislaction 15 resolved in one ol the three
outcomes listed above.

This anatomy of orgamzational problems 1s well wnitten and ap
mtelhgent construchive appioach to a topic that alternative

1
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educational proponents sometime> don't like to confront—the
faure of alternative schools.

DeTurk, Philip..and Mackin, Robert. Alternative
School Development: A Guide for Practitioners.
Durham, New Hampshire: New England Program in
Teacher Education. 1974. 11 pages. ED 110 458

According to these two.“intiators and former directors of public
alterniative schools,” the .develdpment of an altemative school
“should not be an 2motional anlu-school 'happenmg‘ Instead. it

must be a well-planned, structured undertaking. Structl not only
prowvides “'stability,” but It also encourages the develo;; tof an

effective evaluation and communications system

DeTur: ano Mackin outhne live “action stages of ‘altta-rrlatl\ew~

school. development™: exploration (initial lnvesllgati% of the:
appropriateness ol an alternative schooll commitment (from ths
school board, including funding); defimition ol the characteristics,
objectives, and resaurces "ol the school; scthool construction
(putting plans nto operation); and refinement (”conlmued self-
reflection”).

These developmerital stages are closely related to the concerns
and 1ssues that arise in operating an altemative school, Coals and®
obiectives must be stated specifically to serve as a basis lorongoing
evaluation by decisionmakers. “Interpal concems” are thase
relating to “curriculum, people, and structure.” “External concerns”™
are those involving the school’s relationship with the public.

‘These authors point out that many times altem ative schools lose
necessary support “by building a shefl of fuzz¥ rhetoric. defensive
public action, and belligerent internal interaction.” Carelul

struciuring helps to prevent these ditficuities.
=
Educatronal Research Service, inc. 1977, 53 pages.
ED 143 095, o

Research lormation regarding the evaluation of alternative
schools has been lacking due largely to the youth of the
movement But the pool of information §s steadily growing, as this
report Irom ERS indicates.

Doob summarizes evaluations made on twenty-seve'n alternative
schools, ranging lrom one fundamental school (Academics Plus in
Cupertino, California) to a school dealing exclusively with students
who have dropped out or been suspended from regular schools
(People’s Number Qne School in Seattle).

Brief reports of the evaluations made on each school generally
mclude results of tests measuring achievement and improvement
academically and socially, surveys measuring the attitudes of
students, parents. and. teachers toward the schools, followup
reports on students after they linish school, and overall conclusions
made by the evaluators.

Although the evaluations produced widely divergent results, a
number of comman themes predominated. Most of the schools
were highly successiul in develop‘ing very positive attitudes on the

Schoofs. ERS Research Briel Arhington, Virginia:

L n L
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8 part of students and parents towar& the schools. Most of the schools

experienced difficulty balancing the students” personal
responsibility and freedom. And academic achievement generally
_ increased slightly or remained stable.

Nine essav, are intluded in this collection, virtually all of which
extol alternatives for various reasons—especially thelr positive
effect on student enthusiasm about school and on voluntary racial
integration. Two successful implementations of magnet schools, in
Minneapolis and in Dallas, are chronicled.

* The paper als¢ includes a 140-entry hibliography.

2 @ Dunn, Rita, and Dunn, Kenneth. “Leaming Style as a
Criterion for Placement in Alternative Progrdms.” Phl
Defta Kappan, 56, 4 (December 1974). pp. 275-78. £)
167 3. N

Assignment of students to altemative education pr%gra;]ns should
not be done on “a wholesale, random. voluntary: or parent-
determined basis,” according to these authors. Unless the leaming
situation fits the individual student’s learning style, little will be
accomplished by switching school environments.

The Dunns outline fowr “sets of stimuli” that affect the
individual’s style of learning. Different students react differently to
these sets of stimuli. First, environmental factors such as lighting,
‘emperature, noise, and building design elicit different fesponses.
Second, the emotional makeup of the child determines which
learning situation will be optimal. Third, sociological factors, such
as how the student reacts to his peers and to authority figures, affect
learning style And finally, the student’s particular physical makeup
affects how he learns. For example, some students are more
receptive tovicual stimuli, whereas others respond better to aural or
tactile stimuli.

The authors outline the necessary learning style characteristics
for several kinds of instructional programs (the open classroop, the
individualized classroom, and the traditional classroom). -

Although their prose is somewhat jargon-ridden, their basic
argument is well made Freedom of choice is important, but cannot
» be allowed to become the decisive factor in selecting an education
alternative.

In an especially interesting essay, Donald Waldrip and Edgar
Lotspeich discuss student recruitment. The purpose of such efforts
is to.get “certain students to explore the possibilities of attending
altematives.” These efforts should be conducted primarily by
educators, not professional public relations firms. The essay also
includes ideas regarding site selection, = factor very sugmfucant to
the ultimate success of the program. -

Estes, MNolan, and Waidrip, Donald R., editors.
Magnet Schools: Legal and Practical Implications.
Magnet School Conference Series Number 1. Annual
international Conference on Magnet Schools (1st,
Dallas, Texas, March 972, 1977). Piscataway, New
Jersey: New Century Education Corporation, 1978,
. 149 pages. ED 150 728 —

“Whether you find yourself in a large, ;:ne iumrsized. or small
district; whether your district is wealthy or poor. whether you serve
a predominantly liberal or concervative constituency—you will
improve the quality of education, respond to identifiable interest

" groups, better serve students of varying needs, and reduce racial
isolation by organizing a system of options for students and
parents.”

This statement by Waldrip is typical of the enthusiasm about
altematwe schools expressed in this collection of addresses given at
the First Annual International Conference on Magnet Schools The
conference, held in Dallas during March 1977, brought together a
variety of perspectives on the altemative school movement.

21

2 Jones, Philip G. "How t0 Pick the Right Kind (or
Kinds) of Alternative School for Your Community.”
The American School Board Joural, 163, 1 anuary

A976). pp. 31-34. E) 130 922.

“Happy parents and students ate those who have been provided
choices—lots of choices” according to Jones. Just as an
“ostensibly” wide variely of automobile styles and accessories
makes consumers happy. so does a wide variaty of educational
alternatives make the public happy, he argues. Therefore, school
boards should not hesitate to respond positively to the public’s
demand for more than one kind of schooling. A school board
should first commit itself to providing good basic education in all .
schools. “regardless of their environmental and methodological
differences.” Then it can evolve a policy allowing for eduCathnal
alternatives.

Jones lists six steps that school boards should take to ensure a
coordinated, effective alternative education program. First,
administrators and board memberss should leam about alternative
school programms in other districts. Jongs provides names and

137




addresses of school personnel in districts around the country who
have been involved in setting up and running alternative schools,

The board should adopt ““a comprehensive written policy on
altematives or options in public educ ation “ This policy statement
should include the district’s basic educational goals for all schools,
as well as .its position on parent and student involvement n
decision-making andits enrollment policy. The board should survey
both parents and community members, as well as school staff, to
determine what kinds of alternatves these groups prefer A cost
estimate 15 essential, though jones ponts out that setung up

.. alternative programs 1 frequently not expensive. The district must
. define admission procedures for alternative schools And finally, t

must determine whether these schools are to be located within
existing schools or separgte from them

Some readers mught find lones’s companson between schools
and cars somewhat ghib. He rather cymic ally implies that the dusion

. of vanety is the important thing and that, in actoality, nesther ¢ ars

nor altematwe schools offer rnuch real choce

Lieberman. Ann, and Griffin, Gary. “The Alternative
School: A Strategy for Change?” Paper presented at

" the American Educational Research Association
T annual meeting, New York, April 1977 21 pages ED
143 136.

Lieberman and Gnffin cite numerous mstances of how
alternative schools are indeed alternatives However, they also
voice a number of serious concerns about some apparent
unanticipated consequences from the creation of alternatwe
schools.

Worthwhile new options alternative schools prowide mclude
increased voluntansm i all aspects of the school, greater incidence
of egalitanamism (particulady related to decision-making), blurring
-of powerfauthortty relations between students and teachers. and
small school and class size. Nonetheless. altemative schools tend to
move back toward conventional structures as the people n the,

23

" schools continue to expend the tremenclous amount of energy
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needed to accomplish their goals

That altematwe schools get closer to basic problems of schooling
means that they must then directly struggle with those problems
That 1sone unantkipated consequence. since conventional schools
can avoid that struggle by covering up the problems

* The authors ako mention a kind of “de facto segregation” that

tends to happen as a result of the combination of voluptansm and
the attra-ton alternatwe schools have for people with certan
ideologies.

Another consequence 15 a tendency for the “altemative scheol”
label to be used forwhat a<g in reality conventional programs, since
often the connotation of “alternaive” 15 “’good "

In evaluabing alternatves as sirategies for change. Lieberman
and Cniffin conclude “yes . no " Yes inthat they truly are i many

_ways alternatives to conventional schools But non that they have

not yet succeeded n having nfluence beyond the innovative
groups themselves

2 LoCicero, Jo. “'Another Choice, Another Chance: A 3
@ Survey of Altemative Public High School Programs in
New York City ' New York: Community Service
Society of New York, 1976. 60 pages. ED 146 239.

From her survey. LoCicero compiled an impressive list of benefits
altemative schools contribute to New York City's school system.
They provide greater freedom from bureaucratic restrictions than
do traditional schools. They place a greater emphasis on the
ndividual deve'opment of students. And they are characterized by
a relatively higher degree of student satisfaction, probably because
of closer studentteacher relationships and a stronger sense of
belonging.

The survey focused primanly on three types of alternative
programs: the minischool compleX, made up of several minischools,
each a separate entity, located in a single facility; the experimental
alternative high school, an autonomous self-céntained entity; and
fhe minischool, which °bel_0ngs to a parent school but is designed to
meet the special needs of selected students.

LoCicero makes several recommendations the., though ad-
dressed specifically to New York City's board of education, have
apphcation to other districts as well. One 15 to allow students to -
choose where and what they wanpto study. Another is to abolish-
resdence requirements and feeder patterns and to give students. «
guidance 5o they can make informed choices. A third is to establish
alternatwe programs within traditonal schools wath the expressed
ntention of facilitating greater rapport between students and
teachers. '

The repost also includes a copy of the questionnaire ysed to gain
information from altemative programs,

25

Mazzarella, Jo Ann. Alternative Schoofs. Schoof
Management Digest, Number 13, ERIC/CEM Research
Analysis Series, Number 40. Burlingame. California;
and Eugene: Assouiation of California Sghool
Administrators; and ERIC Clearinghouse on
Educational Management, University of Oregon,
1978. 42 pages. ED number not vet assighed.

“For those who belreve that different students learn and different
teachers teach In different ways, alternatwe schools loox like a
good way to attempt to match student and teacher with .
appropnate educational technique.” '

Such s Mazzarella’s conclusion in this overview of the
alternative school ‘explosion” In Amencan pubhc education. A
noteworthy feature of her book 15 its interweaving of knowledge .
from“the literature with anecdotal insights ot practitioners who
have had expernence with alternative schools.

Alternative schools cover a wide range of educat;ona!
philosophy —from the open (of. free} schools to the basic (or
fundamental) schools But one charactenstic unifies them all. They
allow parents. students. and teachers to choose ‘the kinds of
educational programs they will be involved in. .-

Three kinds of alternative schools that "busld their prograrns
around speflallzed curticula to attract students awuth special
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10 interests” include magnet schools, schools without walls, and

magnet schools used for desegregation. Magnet schogls’ potential
for aiding racial integration 1s limited by the small percentage of a
district’s students that would utilize magnet schools.

Alternative schools are significant, also, for the potential
innovations they are bringing in school governance These
innovations include ideas ke a New York City school-within-a-
school that may be run by a teacher coordinator wl.o also teaches
and is subordinate to the parent-school principal

The incorporation of parents, students, and teachers in lhe
process of planning and making decisions about programs is

* another innovaton One exampleis Evergreen Altemative School in

Eugene, Oregon. where “much decision-making s done by a ten-
member steering committee made up of parents, one teacher, and
one auxilary staff member Recommendations conceming hinng
come from a steenng committee member. one auxibary staff
member, and two students.”

A number of school districts have comprehensive programs
offenng a wide range of alternatives. From the experiences of five
such districts Mazzarella concludes that “at feast two factors seem
to emerge” as explanations for the success or fallure of any

. program. Successful ones “usually rest on a strong commitment by
admmlstralors‘ and on msistence that alternative programs must
cost no more than regular programs.”

The book concludes with a list of suggestions made by vanous
alternatve school partrcaipants for making “altemative programs

work. A six-page blbhographv is included.
*. Schools and Special Function Schools, T974-75.
Chicago: 1974 28 pages ED 101 476

~ The emergence of alternative schools (“optional” or “special

North Central Association of Colleges and Schools,
Policies end Standards for the Approval of Optional

% . function 'schools”) has ied to the nced for some kind of duality

control to asertainwhether these schools provide the educational
services they were intended to provide. This quality control can be
achieved b-\.r. accreditation. according to this booklet compiled by
the North Central Association. The NCA has served as the
accrediting agency for conventic.nal schools in 1ts region for many
years. In order to achieve the goal of upgrading education. the
NCA’s “standards have been set high.” The pohicies and standards
for alternative schools are intended to be equally high. though the
NCA recognizes that these schools frequently differ In purpose and
composition.

*  The accreditation standards for alternative schools described 1n
this hooklet are “qualitative in nature * A "framework of common
preconditions for quality education™ provides the basis for
standards and procedures parhicular to each altematwve school's
purposes and goals. For example, the NCA requires that the
organizational structure of an optional school facilitate the
achievement of the school’s stated purPOses In other words. it must
be administered effectively But the NCA does not specify what
form those organizational stnictures need take. ag long as “the

admumstrauon of the school has the necessary authority and
autonomy.”

Once the NCA has accepted an alternative school’s sot of
standards, it examines the school every three years to determine
whether it 15 still maintaining high quality education. If the school
falls down, it loses its accreditation. ’ :

The NCA's approach to accreditation for altemative schools
helps to answer the question of how to ensure high quality
education in schools that differ greatly from each other. as well as

from conventional schools.
American Education, 13, 2 (March 1977), pp. 23~26 E}

163 356.

To make “prowsion for those who need something-else” i
education is the prmary purpose of altemative education in \Iew
Haven. Connecticut. i

In this articlé Rich describesihow that has been done and therole
played by the Community lanning Council on Educational
Alternatives (CPCEAT

CPCEA is not really part of lhe\alternalwes therqselves It exlsls to
“promote and disseminate the slternatives that exist, and to do
what it ¢an to develop others.” It was formed in large part due tothe
success of New Haven's most wef known alternative school, the
High School of the Community (H§C). With the success of HSC.
many people wanted to broaden\ the context of alternative
programs

When CPCEA first started, it unde ook two projects. First, it
made a systematic study of what other communities were doing in
nontraditional education Then it condited a thorough survey of
New Haven that indicated widespread ‘openness to alternative
programs among city residents.

CPCEA’s twenty-mémber executive comml\tlee meets monthly to
“discuss. examine, leam, and argue over” how to best meet the
educational needs of those who want sorl{:athmg other than
traditional education, ° A

Some of the activities include spOnsormg Workshops acting as a
clearinghouse for  formation, and awarding minigrants to groups
to plan new.alternatives.

2

Rich, Leslie. “A Process for Alternative Education.”

Smith, Vemon; Barr, Robert; and Burke, Daniel,
Alternatives in Educatior: freedom to. Choose.
Perspectives in American Education. Bloomington,
Indiana:,Phi Delta Kappa, 1976. 180 pages. ‘Ep 128
. 283.

"We are confident that the means to improve the schools ar‘e.at
hand.” Qn that note: Smith, Barr, and Burke begin a comprehensive

. and quite positive discussion of alternative schools.

They behieve alternatives must be understood.n the context of
many of the senous problems in Amencan sociely and of the failure

of the publi¢ schools to help overcome the problems. In fact, they -

see public schools as-part of the root of problems such as racism,
social stratihication. and the lack of a truly participatory dernocracv
in the United States,

15
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Among the evidence Smith and bis colleagues cite to show that
schools are deficient, they pointto a 25-40 percent dropout rate that
is steadily increasing’ As many as ten million school-age youth are
not enrolled in school. One out of thirteen secondary school
students has been suspencged and 33 percent of middle-class white
students and 45 percent of poor black students fail to mamtaln even

a “C” average.

“Given this evidence and the centsal role formal education has in
the lives of youth, Smith, Barr, and Burke assert that alternatives are
an edsential part of an educational “system that has the
responsibility to equip peoplé to deal with the ptoblemsof our age.
“They cite three central characteristics of alternative schools* choice
for those involved, difference from traditional schools, and an

* enrollment representative of the community

in a discussion of possible ways altermatives Gan improve the
.schools and thereby improve human welfare, the authors give

wspecial attention to successful programs -in Grand Rapids,
Michigan, Among:other things, the Grand Rapids programs are -

characterized by careful planning, central administration, and
excellent use of existing facilities—both within the school district
and in the community-at-large.

Numerous other exarples are also mentioned in the text and in
the five-page bibliography. One outstanding example s pMaunte
Gubbon 5 idea of a “walkabout” experiénce for students where they
are challenged to be responsible, in real stuations, for thewr own
welfare and the welfare of others.

.. Three areas receive special emphasis in the last part of the book
One s utilization of the community for a more well-mtegrated and
practlcal education. Another is the need to emphasize cultural

_'dwersltv and dispel the “melting pot” myth that has effectively

excluded blacks, Mexican-Amenicans, and npative Amencans. The
third is the central priority of choice °

*

Vincenzi, Harry, and Fishman, Roger |. “Impact of
Alternative Programs on an Urban School District.”
Paper presented at the American Educational
Research Association annual meeting. Toronto,
March 1978, 19 pages. D 152 938.

The benefits of altemative schools are not easily measured,
according to the authors of this study of alternative programs in
Philadelphia. Nonetheless, those benefits exist.

Itis not possible to accurately measure rates of achlevement But
even the fact that students in alternative schools maintained rates
of achievement comparable to students in their former home
schools is significant because of other, less-tangible benefits.

Providing students educational and vocational options not
offered in the traditional schools is one benefit. Another is a greater
exposure to vanous career options by observation and “hands on
experiences.” - Rt

Students with béhavior problems havé the penefit of -a chance to
start agaip in a smaller school. The smaller school can meet
attention needs and allow students who lag academically to work
with matenals at their.own level rather than being frustrated by
attempting to keep up with their peers.

Vincenzi and Fishman noted several weaknesses in the
alternative programs they observed. The disruptiveftruant programs
sometimes carry a stigma that repels students who might be helped
by them. Also a tendency exists to make them a “dumping ground”
for teachers and counselors who want to get rid of troublesome
students,

The career preparation programs were limited by the number of
possibilities in the community for “real-life” exposure and training.

The third catggory of programs, individualized study, were often
either standardized and therefore not flexible enough or else
extremely demanding of teachers.

30
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Vollbrecht, Michele Touzeau, compiler. “Evaluation
of Alternative Schools: An Annotated ERIC
Bibliography.” Princetori,. New Jersey: ERIC
Clearinghouse on Tests, Measurement, and
Evaludtion, 1977, 39 pages. ED 142 583.

Operating with the definition of alternative schools as “schools
both within and outside the public school system that offer
alternatives to traditional educational concepts and practices,” this
annotated bibliography includes both evaluations of alternative
schools and materials that discuss and prescribe how they can be
evaluated.

The bibliography includes slxtytwo enlnes that cover both
elementary and secondary schools. A subject index is included.

Whipple. W. Scott. “Changing Attitudes threugh
Behavior Modification.” Paper presented at the
National Association of Secondary School Principals
annual meeting New "Orleans. January 1977. 10
pages. ED 146 500.




ERI

PAFullToxt Provided by ERIC

12

wWhipple’s presupposition is that positive attitude changes within
students will inevitably ;esult in positive changes in their behavior.
Speaking from his experience as principal of Granite Alternative
School in Salt Lake City, to which 100 percent of the students are
referred because of poor behavior, he outlines @ means of fostering
positive attitude changes in students.

it is essential that the attitudes of the teachers and administrators
be ones of unconditional acceptance and care for the. students.
Whipple believes. He goes so far as to say that faculty members
should consider only the strengths of students, forgetting their
weaknesses. Acceptance and care are big steps toward changlng
student behavior,

The idea of modelling right behavior is also a central one to
Whipple. Thiz applies very strongly to faculty members, but Granite
has also developed a student modelling program in which students
are trained to help other students who have a poor self-image and
" are nEw to the school,

It's important, Whipple states, to create an environment where
success is attainable by al students. Successful experiences have a
large effect on changing a student’s attitude and behavior. One
example of how this can be done is the use of individualized grading
programs so that students don’t compete with others but are graded
on their own ability and achievement.

Facolty membe{; can show their appreciation of students by

" doing such things as giving the whole student body a free lunchor

breakfast after a campus cleanup or buying individual students a )
pop after they've been of help.

If students can feel appreciated, accepted. and significant,
Whipple constantly reiterates, then their attitudes will change and,
asa result their behawor will also.

"
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|Altematives to
Suspension

2\“ American Friends Service Committee.
"A!'te}aﬁ\ves\to Suspension. Alternative Programs.”
Columbia. South Carolina: South Carolna
Community Relattons Program ‘Your Schools. 6 6

Part of a E?Ze?r“doeu) ent on reducing the number of suspen:
sions, this sectia-consist of sewral articles describing altemative
programs Butside t the regular school Two articles deal wnh a
program Ir Houslon (Texas \sgonsored jomtly by the schaols and
the coumty’s juvedile prgbaton department The' ¢éniers
-established under the program use both educational and public
servTJCe personnel to' provide students with group»and individual
“l~couhseling in additS: to thew regular class assignments The

4authors note that 75 percent of these students. some of whom are
self-referred, have major leamning disabihities that simplY do not get
adequate handling. in the regular school situation

The Houston pr., am 15 proving highly successful Before the
program, the school distncts” secondary schools suspended 396

suspended, while 539 were referred 1o the centers The number of
repeaters was as low as 15 percent 1n another district En addition-to
keeping children in school and out of trouble with the police and
Juvenile authonities, the centers also allow publi¢ service workers
_ earlier contact with chfdren facing problems Difficultres can thus
" be overcome before th vy get out of hand

This section also da%sses a prograrn requirng |0|r-t't:0unsellng.
with parents and the refernng educators that has ¢t mspensioﬁs to
one-half anq expulsions to one-sixth thew former rates, an isolation
[ booth program; and fan ungraded walk-m school and ancther
alternative school, both serving a South Carolna dustrlct

e (May1975). pp 541 ED 135114 .

students in 197273 inthe first vear of the program less than 20 were”

"333 The* l'neru:an Friends Service Commrttee
e “Altegpatives to Suspens:on Techmques. Methods.
and Strategies * Columbia, South Carolina. , South
Carolna Community Rélations Rrogra'n Your
Schools, 6. 6{May 1975 pp 11415 ED135114

Ideally, discipline problems should be handled before they
require the use of suspensions or special programs that remove the
student from the regular schoot settng One good tool for
modifying behavior 15 the behavioral contract Recogmizing the

student for achievifig et goak enables the teacher to help the
| student develop a contract he of she can meet Reasonable
expectations, challenges. and successes build the seli-esteem
.necessary for a student to feel secure In additron, contracts require
little ime for monitoning and place responsibibity on the student In-
class” misbehavior, truancy. and academuc fallure can all be
improved through the use ot suitably desgned contracts .
Assigning. teachers and admumistrators as advocates or personal

the educator they would feel most comfortable with. 15 another

%inds of rewards each student needs and the capacities of each |

counselors for students, especially when the students ¢ an choase -

established with each student

Using other students is vet another technique. helping both
students involved. The problem student feels less threatened. and
the student who is helping feels needed and useful, Some training is
needed. of course. to make sure the student “Counselor” dnes not
simply turther discourage hs peer. a development that could ; also

chscourage the “counselor”™ himself.
Thrust for Educational Leadership, 5. 1 {October

1975). pp. 26:27. E) 132 166.

Cal*orma state laws limiting suspensions to five daysfor a single
offense and twenty davs total out of the vear are forcing

Bettker, Dean F. “Suspensions. Get Rid of ‘Em!”

admiristrators to find alteratives. At Buena Vista's La Palma Junior .
- High School, a work program handles discipline cases that do not

involve threats to the welfare of other students. personnel. or the
school. After-school jobs are assigned students, including
“gardening. landscaping. custodial chotes. clerical jobs, and
assisting teachers.” with an attempt made o relate the assignment

*sto the offense For example. aggressive behavior gets the student
fughly physical tasks. permitting a positive. Creative outlet for high |

energy ¢
In the first year the number of suspensions was reduced by 90

percent Over 400 students participated. providing the school with ¢

2.097 hours of service. While the program required hiring teachers
. at $8.75 per hour as monitors. the cost was more than made up for in
state aid saved by keeping students in school. In fact, the program
generated a net income of $3.344.49,
in addition. only 19 percent of the students participating
repeated later. with a vast majority viewing their assignments as
Jconsequences of their own actions, rather than as administrative

tyranny. . '
Disciplinary Problems ” Phi Delta Kappan, 57. 10
(June 1976). pp 664-66. £] 139 345,

If schools are §o develop responsible. resourceful adults who are

Dinkmeyer, Don. and Dinkmeyer, Don, jr. “Logical
Consequences. A Key to the Reduction of

13

able to relate to others. they must teach the necessary skills as part -

of the educational process “The student must be helped to see.
" relationships between actions and their consequences.” The use of

purishment tends to have the opposife effect. teaching students to
Dbecome angry and vengeful and to resist authority

Misbehavior can be limited if proper methods are Used including
avoiding renforcing or provoking misbehawvior. develoEmg mutual

. respect through kindness and firmness rather than thigugh hostility

and threats. Ioolung for assets in each student that can be
engouraged. and bemg flexible in atttudes taken, rather than simply
expecting the worbtand. as a result, getting 1t

_‘-‘ W% a studeﬁ%{?mlsbehaves the educator should help the
gtudent think through what he or she hopes to gan through the

‘ 5 rusbehavior  The educator can then present the student with

method for attacking discipline problems early As long as each
alternative solutions to the problem and réquire commitment to a

teacher’s “case load™ 15 small. a good personal relatonship can be ¢

PAFullToxt Provided by ERIC
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‘f4‘ positive course of action When the alternatives offered are logical
results of the misbehawvior, the student must face the responsibility

for his own actions.

33 Fagen, Stanley A, and Lang. Nicholas ). “Before It

@ Happens. Prevent Discipline Problems by Teaching
Seli-Control.” fnstructor. 85. 5 Uanuary 1976). pp
. 42-47. 9596 EJ 138 880

Programs to prevent learning and behavior problems hefore they
develop can save ume and effort for teachers and schools. as well
“as giving children a much better chance at success m hfe Fagenand
Long identify eight ; skall-clusters” valuable m teaching seli-control
at the elementary level selecting, stoning. an¢l sequencing and
ordenng of mformation. anticipating the consequences of acts,
appreciating feelings, managing frustrations, learming restraint, and
ability “to relax Children hawving these skills are coniwdent of
themselves and feel secure among thew peers. whie those deficient
are hkely to become “disruptive. wresponsible, and msensitive to
the needs of others * Developing these skills should be a central
part of any educational program

The autlfors provide techmques for assessing indmidual
children’s needs and describe activifies by which those needs can
be met on a more than merely theoretical level The methods
described encourage obtective, postive responses to children
experiencing problems

33 7 Fiske, Edward B. 5 chools Developing Alternatives to
Stpdent Suspensions ~ New York Times, 18 May 1977,
. 85 EJ 158 096

“iNot long ago.” wnites Fiske. “two boys gotinto a fight i the halls
of Intermedhate School 44 on West 77th Street 1n Manhattan They
could have been suspended. instead they were taken to the office
of Steven Kamimnsky. a teacher grade leader. and signed a ‘behavior
contract’” With student discplne becoming an mcreasingly
difficult problem 1n schools toda¥, punitive measures are
undergoing a reassessment Suspension has been a long-standing
means of dealing with disruptive students. but educators are
becoming ncreasiagly aware that it has some important
drawbacks.

Not the least of these 15 financial n these days of economic
straits, schools simply cannot afford to lase state funds whén pupnls
are absent for extended lengths pi time Also, the cowrts’ recent
recognition of the nghts of due process for students can turn
suspension nto an administeative nightmare Finally suspension has
not-done what it was intended to do —prevent misbehavior

As a comsequence, schools are expenmenting with vanious other
mbdes of disaplne At Manhattan's Intermediate School 44,
students agree to a behavioral contract that pledges them to
acceptable behavior in the future Other programs dealing with
unruly studeats clude the Buffalo schook  tmic-out  rooms,
where stuglents may study undler close supervision. and San Diego s

. special classes for fractious stuclents

The approaches are vangd, but there 15 4 commun recogaiion

that tradiional means of discipline may not be the most pragmatic
or effectrre way to enforce the rules.

38 Foster, Gordon. Discipline Practices in the

v Hillshorough County Public Schoofs. Coral Gables.
Florida Florida School Desegregation .Consulting
Center, University of Miami, 1977, 82 pages. ED 145
575. . .

The Hillsborough County Schools have made dramatic strides - -
toward ebminating racial discrimination. but the district has
nevertheless been criticized for ws discipline practices. Gitizens
advisory board reports and Department of Health, Education. and
Welfare investigators have found the Tampa schools wanting,

Despite the overall harmony prevailing in the Tampa schools.
there are ample reasons for charges of discriminatorykdiscipline
practices 1n 197576, the suspension rate for black studéntsavas twe
and one-half tpmes their representation in the student population.
and there has been an "inorgdinate pumber” of black suspensions for
the "subjective offenses” where the administrator’s discretion is
involved Evidence indicates that white teachers and-administrators
often view all minonties as resentful "troublemakers.” .

The authors tentatively conclude that “principals, and their staffs
through their leadership, expect that black students will' behave in
certain uhacceptable ways, and that these expectations may indeed
lead to fulfillment In other words. the self-fulfilling. prophecy
syndrome may be playing an importantrole ™™ -+

The ultimate solution to these problems is still a distant prospect;
in the meaptime, alternatives to traditional pumshment are being
explored Hillsborough's inschool suspension programn proved .
successful until it was all but eliminated by budget cuts. Not only
could students o ‘inue their studies. but minor and serious
offenses were differentiated Another alternative to suspension i
the work detail, a penalty that udsually involves cleaning
lunchrooms of shops on the student’s own time. One principal
extended the work detail to include the student’s home—a tack
that parents appreciated: A unique form of punishment adopted by
one school required the offender to telephone his or herparents and
descnbe the infraction After the pupil had explained the situation.
the principal would tafk to the parent, and they would decide on an
appropriate response. oo
v These alternatives have met with varying success, bu; the authors
are convinced they should be pursued. Suspensions should be held
to a minimum Aoreover. teachers and admumstratOrs should be
held accountable for lhenrdlsclplmary measures, and efforls should
be made 10 recruit more minority counselors and adniinistrators.

33@ McClung, .ﬁerle "Ml"‘rnatjves o biscipliharv .
" Exclusion from School Inequality in Etucation. 20
(uly 1975), pp 5873 EJ 122 551

“Alternatives which are developed without sensitvity to a
student s indnadual needs May wo more harm than the exclusionary
pracuces they replace.” For mcClung these potentially harmful
substitutes include 1solation booths. behavior modufynlng drugs. and

d . o
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corporal punishment, all of which tend to treat symptoms while
ignoring their causes.

McClung argues that to acheve a posuwe and effective response
to behavior prob/glems, “development of the least restrictive
altemative thould be a guiding prnciple ™ ‘When selecting a
technique for dealing with an individual situation. an educator must
Ary to interfere as little as possible in the normal hie of the student

| ' The options range on a contiuum from reasoming patiently with
. students and using accessible cooling-off rooms to providing

professional attention without removing the child from the
classroom, or even seeking educational opporlumlles outs:de the
regular school.

Alternative programs themselves must be judged n terms of
whether they reduce the need for suspensions and promote
academic Progress and seli-discipline i, students Behavior
modification programs pose legal and moral questions as well and

. must be examined closely to make sure that therr positive results

stem from the students’ real apprectation of the values of thsaphne
In addltlon to considenng problums caused by students.
educators should also examine school policies and the atutwles of
“individual teachers to make sure the school situation itself 1s not the
cause of more problems than it 1s solving Expectations may be so
high that they bear no relation to the actual range of normal
childhood behavior,
The article cites numerous stuthes and also reports the
recommendation of the NEA’s Task Force on Corporal Pumshment
~for alternative disciplinary techmques

Meares, Heary Oneil, and Kittle, Helen Adele. “More
Advantages: In-House Suspension '™ NASSP Bulletin,
60, 397 (February 1976). pp 60-63 EJ 144 088

The mschool suspension program at the Fisher Campus of
Urbana Jumor High School remedies several weaknesses found in
out-of-school suspenstons While 1 a spectal suspension room,
studenits do not miss their usual assigments ang! continue to have
professional sugervision They do not become @ problem for the
outside community. They can be suspended only for those classes
in which they have difficulties, while continuing normally in others
Suspensions do not become a form of vatation.

. 7 Students are placed in contact with teachers specially prepared

to be aware of thew difficulties and perhaps better able to establish
personal relationships, and they reman accessible to the
counseling staff as well. Paents who are unwi )mg, or unable to
become involved with the schouls no longer need play a major role
in the process. Suspensions ¢an be terminated when they have
achieved ther purpose, rather than at the end of an arbitrary penod
Student records are not marred by otircial recogmtion of
misconduct.. Students do not suffer the humiliaton of being
excluded from school And. of course. swate ADA funds continue to
come into the school ' '
The expenses \avolved 1n the Urbana program are made up 1n
~state ad saved and in reduced law-enforcemenl and other costsn
- the outslde community

*

L |
L

4

Suspension Program. Jackson, Mississippi:
Southeastern Public Education ‘Frogram. Amer:can

Mizell, M. Hayes. Designing 2 Positive In-Schoof 17

Friends Service Committee, 1977 12 pages. D 144«

251.

tnschool suspension programs have become an increasingly
common means of dealing with student misconduct. but all too
often they result in little more than detention. Their philosophical
basis may be sound., but implementation leaves much to be desired. *
Problems may be merely ignored rather than solved.

|-\ .

’ The difficulty, pizell suggests. is that educators may be more
conc arned] with financial pressures and public images than with the
fates of their stidents An effective discipline program should deal
not just with ‘symptoms, but work to identify the rootm’lhe
avioral problems This 1s a potentially unpopular chore since
teachers. parents. administrators. and peers may be as responsibie
as the supposed miscreant.
Once a school administration commts wself to helping the
students rather than itself, disciphine practices are bound to change,

Fatrness will require that each case recerves mdvidual

congideration. Strict time limits must govern the duration of the
suspensions. Some kind of followup care will be necessary to
determine how the disruptive students are doing 1n their classes,
and counselmg should be available on an extended basis. Academic
difficulues must also be dealt with since they frequently underlie
students’ negative attitudes towaid the classroom. Special classes
must be arranged, and teachers should be chosen according to thew
abilitres ane! interest in dealing with pupils who have problems
These are not easy or inexpensive remedies, but Mizell insists that
nolhmg less will do He 1s confident that change 1s possible. that
“bad kids” can be Aumed nto “good kuds” lf eaucation, not
management. is the first priority.

<0
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Neill, Shirley Bges. Suspensions and Expufsions
Current Trends in Schoo! Policies and Programs.
Arlington. Virgima: National School Public Relations
Association. 1976. 65 pages. ED 127 720

In addition to providing a full explanation of the legal use of

- suspensions and expulsions. this report from NSPRA is perhaps the

best available description of a variety of alternative disciplinary
programs The capsule descriptions are often accompansed by
addresses to wnte for more imformation -

. One «chool district assumes that the school shares adjustment -
problems with the students, it provides full-time alternative schools.
transfers to other conventional schools, and part-tirne education as
some Wgyg_ of easing mutual difficulues Los Angeles places ten
stuclents in each of several special centers that continue to provide
Dersonalfz&_d support even after the student reenters the .regular
program The establishment of “family groups” of eight to len
students who meet for one class'penod each ddy s 2 _¢entral
element yn a Minnesota program that seeks lo nurture selt-

“confidence Low teacher-student ratios and ncreased personal

attention seem 1o be the major factors in the success of these
alternatives ]

After-school detention 15 often used as a sarning to those guilty
of minor offenses One distrct yequires students to work on the
school grounds. anothenprovides a detention room lor study and
counselmg_ after hours, and n stll a third students discuss thew
behavior and its causes 1 group sessions

Other inschool metheds have proved effective as well The
accumulation of demerits by students i a Texas distnice leads st
to the school's contacting the parents. and fater to inscheol and
finally out-oi-school suspension Students remam aware of thesw
exact status at all umes T other distncts work programs after
school . or on Saturdays can replace or add to suspensions.
Conference telephone calls a;[ow parents, students. and educators
to respond immediately to problems

One distnct requires teachers, everytime they do refer students.
to note on a checklist the stéps they have taken to prevent having to
reler them for discwlinary aguon By alerting the teachers to the
possible alternatives, the checkhst nself helps guard aganst
unnecessary referrals And in\New lersey. a lorcefully expanded
athletic and activity brogram has eliminated racial incidents. bl
up student morale. and cut bac“ discipline problems greatly

Board lournal, 163, 3 (March 1976) ¢p 35-37 £1 132
549

Rather than giving sujdenls a vatallon av a 'rulwar(l tor
nusbehavior, several suburban Minneapolis schools place major
offenders i a special suspension room for two to tive ot ther
school days There the students are required to do extra schaolwork.
in addition to the work assigned in ther regular classes, and are
excluded from extracurnicular activsties.t pep rallies. and similar
functions Strict rules forbid talking and even detine the colors ot

O'Brien, Diane M}. In-5¢hool Suspension Is It the
New Way to Punish Productinely? American School

%

ink students are to yse for different preces of work Students write
two 500+vord essavs analyzing themselves and the place they
expect to make for thernselves mn, the world providing a start for
later counséling

The program is proving successful in the blue-collar COmmunlt:es
where it 45 being tned, but may be too strct for children rased in
less consetvative areas, and to0 antagomzing to innercity students
who desperately need the creative outlet offered by extracurncular
acuvities, In any case. it seems more valuable than the use of at-

home suspensions, which merely encourage the behavior they are_.

meant to stop.

44}

Pennsylvania State Department of Education.
Altemative Disciplnary Programs and Practices in
Pennsylvania Schools:. An Addendum to the
* Guidelines for School Discipline. Harrisburg, Bureau

of Instructional Support Services, 1977. 70 pages ED )

144 246 ‘

Frank Manchester. Pennsylvama, commissioner of basic
education. stated the issue clearlv *For too Many vears education
has used detentron. suspens:on and expulsion as its only solutioh for
disciplinary problems Quality education for all youth demands the
development of sound and practicable options and disciplinary
alternatives ” In response to this Chaltenge. the editors of Cuidelines
for School Discipline circulated a questionnawre and summanzed
the results in this report on altemnative disciplinary practices in
Pennsylvamia

The most prevalent response to student misbehavior holds the
olferider 1o account and attempts to correct the problem with a
program that s separate Irom the regular curriculum  In this mode.
punishraent. home visits, counseling, special class offerings. and
behavior modification techmques are }:sed to encomage
acceptable behavior

Alternative dlsaplmary programs, on the other hand, attack the

/

¥

problém from many directions In Pennsylvania. these approaches )

run the gamut from short-term classes to comprehensive schools
where sjudents may go for vears The academic options may
mclude only supervised study. or a lull range of subjects and
supportive services may be available

The particulars of the PennsylYama programs are embodied in”

descriptions ol alternative disciplmnafy plans i twenty school
districts Basic information on the type, size. and funding of.each
project 5 mcluded with a short discussion ol procedures.
curnculum. and goals The vanety n the scope and design of the
programs ensures that any adminstrator contemplating
alternatives to suspension will furﬁl,a/model fo draw on
@5 Aftemames to Séhool, Drscrpﬁnarv and Suspension
Proq ems. Columblajf)lwsuon of Instruction, 1976, 32
pages ED 140 509 | ™ ’

Public cres lor stnicter dlscsplnpo n \ the schools ha e resulted
an increasing rebance on suspension and expulsion of unruly

South Casclina State Department of Education,

L3
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students But such measures are the easy way out. Suspension and
expulsion do not offer any lasting solution to the problem, and they
deprive pupils of a deserved education. “Penalties without
rehdbilitation will not achieve 1ast|ng results,” according to the
° authors.

There is & paucity oi research on effective alternatives to
suspension, and this report admits there is no one program that will
solve all disciplinary problems. But several tactics have produced
encouraging results and seem to be first steps on the way to
rehabilitation —tactics such as consultation with parents,
behavioral contracts, guidance ciimcs, evening school, and
alternative programs and siho Ancther option 5 work
asslgnments, “based on (he congept that a student shouid render
some constiuctive services as jetnbution for misbehavior * Work
, assignments should not be the only alternative offered. and both
thc student and his parents sholyld agree to the assignment and time

*genod bcL

Only when all else fails should suspcnslon be considered, and
then strict attention must be laid to the legal rights of students.
Relevant portions of South Cdiolina laws ar¢ inciuded to guide
admjnistrators in the event thatja pupil proves incorrigible and must
be expelled or suspended. )

Punishment is not only a primitive and meffective response 16

student recalcitrance, but an admission that the schools have faited
the stident. The law requires principals to be fair. but a sense of
decency should requife them to'be more than fair: they should use
all other means at their dlisposal before isolating a student from the

educational system that may be his or her only hope
to Suspenslon The Practitioner, 3. 4{Apnl 1977). pp

4®
. 112 £D 137 922

TBdav's piincipal is in a quandary- the public expects him to
enforce the rules, but court decisions have undercut his authornty
The principal lwes in a maze of conflicting expectations that makes

Steghens, Richard, and Thomson, Scott, “Alternatives

h]

student suspension a nisky procedure at best In this uncertain

climate, it is o wonder that suspension 15 looked on as a last resort

* and that principals are considaring other possibilities

- second alternative, utilizes aid from school,

With this hazy situation, any guidelines are helpful, and Stephens
and Thomson describe several states’ detimtions of behavior that
warrants suspensions; continued class disruption. chromic tardiness,

and possession of dangerous weapons are some examples But s -

the less extreme infractions that test an admimistrator’s Judgment
and restraint. The authors classify alternatives to suspension under
three headings and illustrate lhcm with numerous programs from
around the country.

First, there is detention a 3 common foren of duscuplmc that is being
adapted to meef new ¢ircumstances. The Behavior Clinic nt a Beton
Rouge high school, for example. provides ap ter-school. group and
individual counseling for recalcitrant students. InterVention, &
"judicial. and
community, agencies to work with the offender.

Prevention is, of course, the ultimate solution to discipline

problems. vanous programs are attempting to head off trouble
before it occurs, Schools are experimenting with counseling
programs. student participation in planning, teacher inservice
programs. and altemative programs that emphasize individualized
study and concern for personal needs. “The goal is to motivate
students to accept responsibility for their behavior and to respect
themselves and others.”

Stephens and Scott conclude with a Iengthy list of projects that
have worked, identifying each program’s basic tenets. and giving’
the pancipal’s name and address. This detailed information makes
the document an important resource for administrators who
recognize the need for workable alternatives to suspension.

Massachusetts: Children’s Defense Fund, 1975. 270
' pages. ED113797.

Using data gathered by DHEW's Office of Civil Rughts and
supplemental information Bathered by themselves. the Children’s
Defense Fund found that in the 197273 school year districts serving
a hitle over half the student popul ton of the United States
suspended over one millir 1 children, resulting in a loss to the
students of over four millton school days, or over 22,000 school
years. The vast majority of these suspensions were for minor
offenses, and only 3 percent involved any form of criminal activity.
Black students generally suffered from highly discriminatory
treatment. Due process was seldom followea—in fact, parents and

Waghiﬁgton Research Project. School Suspensions:
Are They Helping Chitdren? A Report. Cambridge,

_chlldren were informed of their-rights to a heanng in only 34

pcrcent‘of the cases surveyed.

The regort concludes that ‘the solution to school violence does
not lie in more suspensions but less, for its causes are to be found
more on the st-eets. wheie dr}opouts, pushouts. and suspended
students pass the time among delinquent gangs in arms or drug
trade; in the lack of work even when students are trained; and in the
rates of illiteracy and its attendant frustration and anger.” Using
suspensions only when students "pose a direct and sefious threat to
people of property” is strongly advised. with altemative measwes

1
taken for lesser offenses.

The simplest measures can tend to ignore the causes of dlscmlme
problems, but if applie CD{'ISCIEnlIOUS'\f may have an effect. These
include staying afterschoal, going to a school official’s office. or
transferring into a nefy class or program, Behavior contracts cost
little except time and can impress studlents as well as permitting
them a sense of responsibility. Student ombudsmen. peer group
counseling. inschool centers. improved teacher training. work-study
programs. and independent altemative schools have all helped
reduce suspensions, -

The book also contains interviews with educators who have
succoeded indedncing or eliminating suspensions in their schiools.
antl substantial background appendixes
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The Basics
Controversy

. t

8 Amundson, Elden M. “What |5 the ‘Back to Basics’

@ O Movenient?”’ Paper presented at American
Association of School Administrators annual
meeting, Atlantic City. February 1976. 10 pages. ED
122 446. .

" Although AmuldeOn's treatment of this subject is rather cursory,
he does present a fairly balanced view of one of the chief
underlying causes of the back-to-basics movement—the decline in
student basic skills. And his perspective as a vice-president of the
American Association of School Administrators is worth noting.

Amundson suggests that the back-to-basics movement “is %
societal reaction to generalizations, excesses, misdirection, mis-
understandings and [n some instances, ill-advised philosophies and
practices” in the ‘schools. While educators ¢an hardly be held
responsible for all the.4lls besetling American education, there is
certainly justification for many of the criticisms leveled against the
s :hoofs by back-tobasics advoc ates. For example, the schools have
been responsible for hiring far too many unprepared teachers
whose own skills in basic language and arithmetic are pitifully
inadequate. ’

Amundson cautions educators to beware of those who view the
move to basics as “justification to'limit the structure of the
currlculumt and thereby reduce school budgets.” He advises
educators to maintain their “commitment to congern for thewhole
child” and to remember that renewed emphasis on the basics will
most probably require more funding. not less.

é}@ Brodinsky, Ben. "Back to the Basics: The Movement
and Its Meaning.” Phi Defta Kappan, 58, 7 {March
1977), pp. 522:27 EJ 153 638.

- 3

In this assessment of the back-to-basics movement. Brodinsky
concisely reviews its causes and aims and examines its latest
develppmems and impPact on American education.

Promnted largely by reaction, theé back-to-basics advocates
genera]lv desire an emphasis on the three basics in elementary
school and the traditional acadeniic subjects in secondary school.
Instruction is to’be teacher cenmtered. employ traditional
methodology. evaluation, and discipline, and favor traditional
values. Enrichment studies and activities, innovations, and social
services are 10 be eliminated,

Educators, Brodinsky contends, have countered the simplistic
demands of basics hard-liners with the'“new educational trinity” of
minimal ‘competency. proficiency testing. and the performance-
based curricufum. Under the banner of the cE)mDewncy testing and
competency-based education movement., educators are
emphasizing not only the three basic skills, but also the
development of survival skills— skills “needed for personal growth
and for cuccessful existence as citizen. consumer, fobholder, .
taxpayer. and member of a family.”

Brodinsky does not draw a direct causaf relationship between the
back+to-basics pressures and the competency testing movement,
but it is clear that the two are intertwined conceptually and‘
politically. It seems that the public push for the basics and the

ERIC | . 23
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ptogressi\re theory of competency-based education \rf: met, f
uneasily, in the many competency programs instituted by
legislative mandate. (For summaries of ERIC literature on

" competency testing and competency-based education. see chapter

8.)

Brodinsky reviews in detail recent distnct and state action n
accord with the basics-competency movement and concludes by
discussing the movement’s longterm impact It |s possible, he
-states, that it will produce students more skilled 1n reading and
computation and perhaps even writing 1t may also clanfy school
goals, restore the authority of the classroom teacher, and promote

more individualized instruction i

/Byt the movement may also further the centralization of
" educational decision-making and overemphasize “testing, testing.
testing” with all its inherent problems. Of greatest concem to
skeptics is the possibility that it may lead education to stress the

* mechanical and dehumamze the tearning process so that itloses its

“great generating pawer.”
5 Brodinsky, Ben. Delining the Basics of Amencan
@ Education. Fastback 95. Bloomington, Inchana Phi
Delta Kappa Educational Foundauorn, 1977. 47

pages. ED 145 573.
.~ What are the basics of education? In this report of a conference
of educators and educational leaders~ Brodinsky presents the
participants’ attempts to answer this complex question. The
meeting of forty educators,. legislators; publhic school ad
ministrators, state and national agency leaders, and representatives

* from higher educalion was cooperatively sponsored by three

private, foundations. According to Brodinsky, the participants
represented a wide vanety of views, from fundamentahst to liberal.

Brodinsky dwides the basics defined by conference participants
into two maijor calegorles-—- “Fundamentals in Subject Matter” and
“Fundamentals in Student Development.” «

Subject matter, or, curnculum, basics include reading
(participants favored phomcsor decodmg" as the frst, most funda-
mental skill, with equally strong emphasis on comprehension);

« commumication (writing “for pleasure and self-satisfaction” 15 as
important as writing to learn the “rules and mechanics” of
commumication), mathematics (basic computational skillg
“represent ‘a starting poml." but acquisition of problem-solving
skllls is even more essential, according to parucipants): and science
. (memorization of facts is secondary to development of abilities to

v question, to collect data, to test theones, and to analyze the

applications of scignce).
The basics of stullent development. whlch participants regarded
" as just as important as curnculum basics. include the development
of social and ciwic responsibility, health, econonuc capability,
creativity, use of Ieusure time, humaneness, and positive ‘clf

. concept. -

.

How should local sthool officials respond to pressure from back
to-basics advocates? Conference participants generated a hst of
“factical guidelines” relating 0 school distnct pohcy formation.
Don’t overreact or undemeact to cnticism or demands of basrcs

advocates,” "Avoid sloganeenng.” "Don't leave the task of 19 o

responding to the basics advocates to public relations
‘spokespersons’ or to specialists in subject matter,” "BPon’t assume
an adversary position,” “Avod quick or partial responses to
demands for change in the ichools,”” and *Listen to the basics
advocates with sympathy. [nvite them to express their views at
board meetings.”

A list of "cautions’” for state legislatures and deparlments of
education was also generated. including the caution that “states
should avoid a bandwagon approach to minimum competency

laws and mandates.” -
5ﬂ Mindless?”’ National Elementary Principal, 56, 5
(Mayllune 1977), pp. 51-54. EJ 158 776.

DeTurk argues that “unstructured education. is never good
education” and that the "whole fabric of teaching-and.leaming,
regardless of its philosophic design. must have a meaningful
framework.” Contrary to the claims of the back-to-basics.
advocates, a return to “the timeless traditions and etemal verities
with which schooling practices have been blindly determined”

DeTurk, Philip H. "“The Basics: Timeless or

- would not provide the s.ructure necessarv for "good education,”

DeTurk maintains.

He-cautions against the paranoia that sometimes characterizes
the back-to-basics movement. Some back-to-basics advocates tend
to see such disparate educational developments as team teaghing,
ungradedness open classroom, program budgeting, and busing “as

. though they were all related and all branches of the same evil root.”

And he also cautions against seeing the schools as all-powerful
shapers of society: “that we even suspect our schools as the guilty
precursor of all our ills. or as the savior. is giving them more credut
thah they ever deserved.”

DeTurk approves of the desire of parents to know what is going
on in the schools and to be assured that thelr children are leaming
to read, write, and compute. But he believes that the methods used
to bring about this “basic learning” must be determined by
professional educators, not by the lay public, as back-to-basics

supporters suggest.
Association, 1976, Entire issue of Arizona English
‘Bulletin, 18, 2 (February 1976), 157 pages. ED 117 739,

Thirty-one articles collected in this issue of Arizona English
Bulletift contain the views of educators on the backto-basics
movement and its impact on the teaching of language and com-
munication skils, as well as its impact on education in general As
Editor Donelson comments, these articles examine “that much-
praised. much-tnaligned, much-used, much-musused. muc¢ h-
misunderstood term, ‘basics’.”

Several authors note the pebulous nature of ”basn:s Allan
Dittmer, for example. points out that besides its current variety of
apphcations in education, back to basics has been used recently to
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20 ,describe everything from relgion to hamburgers The result, except where one approach has been proved superior to olhers, as

atcording to Dittmer and others, 15 a rathér appalling conceptual
fuzziness.

The back-to-basics movement comes i for sharp cnticism from
some of the authors Charles Wengartner, for example, mamntains
that the “simple-munded” ~ntion that the three Rs are the only
important basics “1s congemal only to the kind of witless mentahity
that finds *fundamentahsm’ of any kind a source  of reassunng
misconceptions * While the other authors do not state their
positions as vehemently, as Wemngartner, many agree with his
criticism that i « back-to-basics approach s oversmplified

Other articles n this collection tackle the sticky problem of
. delineating the real basics of education, specifically, of language
‘education Bertrand Evans argues that the popu'ar notiton of
“relevance” held by many back-to-basics advocates, as well as by
some liberal, open educators, misdirects attenticn away from true
basic skills and toward “the peripheral ” The result 15 that the
“relevantists,” according to Evans, “are less nterested, for example,
in teaching children to read as a basic skill, than n teaching them to
read road signs.” Evans does not scorn the acquisition of such
prosaic skills as competency-based education advocates usually
propose But he does maintain that the student possess'mg only
these skills can hardly be considered well educated

Lee Odetl also condemns the superfictal kind of relevance that
leads educators to define the basics in verv narrow and inadequate
terms. He argues that reading, wnting. and other fanguage skills
“are not the basics of a language arts program” or even of the
language process itself Instead, these skills are “ranfestations of a
set of intellectual processes” descnibed, by hnguists and
developmental psychologists. The back-to-basics approach does
nothing to encourage the development of these underlying skills,
.according to Odell

D3

Down, executive director of the Council for Basic Educatren,
"presents the council’s position on basic education, examines e
causes of the back-to-basics movement, and discusses current signs
of what he sees as its positive and endurng impact on Amencan
education,

The council defines basic education, Down explains, not simply
in terms of the “so-callea three Rs.” but nstead as “competent
instruction n all the fundamental disciplines, especially Engllsh
mathemaucs. history, geography. government, science, larengn
langu ages. and the arts " Only competence n the knowledge and
basic proficiencies of § iberal education, he maintains. can provide
students with the skills, flexibility, and magination to function
adequately i contemporary soCioty

The council further advocates clear standards. well-structured
curmricula, responsiveness to indiadual learning rates, caution m
innovation, and a deemphasis on students’ social functioning The
council favors no particular methous of instruction, Down adds.

.

Down, A, Graham, *Why 8asic Education?” National
Elfementary Principal, 57, 1 (October 1977), pp 28-32
EJ number not vet assigned

>4

 has the phonlc approach to beginning reading instruction.
Accustomed to an adversanal stance, basic education advocates
now find themselves trying to guide a strong back-to-basics trend,
Down states. The trend seems to be the outgrowth of “educational
consumetsm,” reachion agamst the proliferaton of innovations of
the past decades, and concem over declining achievement.”
The basics trend 15 "more than mere nostalgia,” Down judges:_
and merits an Optimistic prognosis. Among the signs of its growth
that he discusses are the revival of general education in colleges,
the renewed interest in survey courses in the basic subjects in
secondary schools. the nse of the alternatve fundamental school,
and the current nationwide wnterest in mimimal competency testing.

House, Emest R., and others. “Critiquing a Follow
Through Evaluation.” Phi Deita Kappan, 59, 7{March
1978), pp. 473-74. E] 173 526. - -

A widely pubhicized evaluation of Project Follow Through, a K-3
extension of Head Start, concludes that basic skdls-approaches to
educating disadvantaged childran are superior to other approac hes.
But as House and his associdtes forcibly argues the federally-
sponsored evaluation 18 misleading and fraught with problems. The
evaluation - compared three models ©f early childhood
education—tabeled “basic skills,” “cogmtvelconceptual,” and
“affective/cognitive” —applied to over twenty thousand children

for a four-year period.

The evaluation’s judgment 1n favor of basic skills appfo'aches.
they state, stems from three major errors —the misclassfic ation of
models, inadequate measurement, and flawed statistical analysis.
The evidence shows, 1n fact, that no one approach s more effective
than the others.

The authors do confirm, however, the evaluation’s rna]or finding
that the "effectiveness of a teaching approach varies greatly,
according 1o settng “The pecubarities of individual teachers,
schools, neighborhoods, and homes, ” they maintain, "influence
pupils’ achievement far more than whatever is designated by labels

. such as 'basic skills’ or "affective education”.”

This finding of variable program effectiveness holds significant
implications for policy-making ~When fully understood,” they
conclude. "it can serve as the basis of a riew educational policy that
henors local individuality in place of general labels.”

5 5 Them ” Phi Delta Kappan 59, 4(December 1977), pp.
235-39, EJ 169 779,

“'The meaming of basic education 15 far from self-evident.” Jarrett
wnites. It 15 essential to find out just what the slogan means in given
contexts and what it can and should mean. To help clarify its
meaning. Jarrett reviews its vanous uses and the 1ssues they raise

and suggests some tentative responses to them. His essay. more a
statement of behef than an argument, provides a balanced and

Jarreit, James L. "I'm for Basics, gut Let Me Define~

suggestive examination of the issues.

In response to the problems posed by the poor performange of
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h\igh school graduates, he sketches out a possible remedy. The best
place to set firm standards. he notes, may be at the level of
university admission. If students must show competence to be

. admu\:ed._they will more likely put effort into their secondary

- education. A system of testing and remedial help. such as that
provid j by California’s new competency Iaw. can help students
‘come up to standards.

, He also looks at the British system of examinations as a possible
means of clanfying standards and improving performance As he
describes it, the system dispenses with graduation. and a single
diploma in favor of a sertes of optional examinations, advanced and

.- ordinary, for the different thsciplines Students choose which exams

« and which fevels to take according to the 5DBleIC demands made

: by employers and universities,

When he comes to evaluate the back-to-basics mayernent. he
fir  its view of education to be both “too much” and “too httle.” it
is too much “when it reaches over to include a lot of authontanan
discipline, the supposition that the more homework the batter, and
when it pronounces j|l expenmental and enriched curncula

. ‘anathemaf’ it is too little when it focuses on a narrow range of skills

16 the “letriment of other, .important skills. |
For Jarett, what is truly basic &» not really “reading and wnting

' and reckoning.” but instead “thinking and feehing, using our senses,
_ imagining, expfessing, and "gommUnicating' " The hasic skills:may

provide a foundatiOn: but they can provide only that “Let our
curricula,” he concludes, “continue to be experimental, mixing the

"¢onventional and solidyyith tl'@ novel and the ethereal Where s it

written that one cannot maintain standards. hold fast to that which
is essential and bring joy, zest into the classroom? Basics, then, but
not gnm basics, austere basics, basics that must be good for the soul
since they are so damned ul '

“Look Back, Qut Don't Leap Back Yet, Some Tough
5@ Quesuo,ps AWait You.” Updating School Board
Policies,’ 8, 6 (1bne 1977), pp. 1-5. £] 162 252.

Before leaping onto the back-to-basics bandwagon, school board
members should ask :he?ﬁselies four central questions, accordmg
to this article. 3 a

“irst, what skills are basic “and are they the same for everyone?”

.Critics of the back-to-basids movement “argue that whatever was

basic to schools twenty-five years ago may not be exactly what
today’s students need to cope with what lies in their future

Second, “do the basic schools actually boost achievement in
basic skilis?"” The answer to this question 15 so far a qualified “yes '
But the authors of this article point out that not only do basics
schools attract hjghly motivated parents and students whose
enthusiasm may well wear off as the newness of the idea passes. but
that most of the students in these schools “probably would do well
wherever they were.” -

Third, if higher test scores are what parents want, “will a stronger
emphasis on basic skills in the regular instructional
program —instead of a separate school—do just gs welll” This
article describes the Roswell, New Mexico, basic skills approach for
instruction in all schools, .

4

Fourth. what arethe reql reasons béhmd public pressureforba""‘k'
to-basics schools? If friction and polarlzallon tharact&nze school
district pol'ttncs, wen 5choql officials can exuect that conflict to
pervade attempts to keep back-to-basics schools running smoothly,‘
according to this articlé, "

L

7 National School Boards Association. Back-to-8asics.
5 NSBA Research Report 19@-1. Washington, D.C.:
» 1978. 41 pages. ED 149 483,

The results of a 1977 survey of 786, school Board.members and
admmstrators highlight this research report. Questioned about the
back«to-basics movement at the annual National School Boards
Association convention. the respondents generally reflected the
public’s positive attitude toward back to basics.

A majority of the board members polled agreed with the
statement that “education standards have deteriorated;
schools todav need to stress reading, writing, and math sk;lls\g'
than they per
subjects such as musle, careér educatlon /dr er edqycati

Al

iterature, biology. or creative writing to be essential. Fewer than
percent agre2d that “back-tq-basics i a backward step in t
growth of American education.”

Two out of three board members said that their d|stncts had °.
taken or planned to take official action as a result of the back-to- “
basics movement. In many districts, the board members themselves \
first brought the back-to-basics issue before their boards. A majority |
of the respondents believes that "back-to-basws will have an :mpact '
on their local schoo! district within five years,”

The authors conclude that. given the positive attitudes of both
the general public and school board'members toward backvtd-
basics issues. “the clumate in education is changitig.”

Pursell, Willlam. A Conservative Alternative School:
5' The A 4 School in Cupertino, Fastback Serfes, No, 67.
BloOmington. Indiana: Phi Delta Kappa. 1976. 43

% BN pages. ED 119 388. L S .

Pursell provides an “insider's account of the Academics Plus
program of the Cupertino Union $thool District, Califosnia. a basic

¢ ; ‘ .' v /
,4);; E N - h * ,;/

- . /
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22 alternative program initiated by parents Pursell, onb\of the

organizers of the program, discusses the values and aims of its
supporters, *ecounts i devé]opment describes its features, and
offers some recommendations for others interested in developing
similar programs His work is short on analysis, but it serves well as a
statement o4 the v’ ews of the middle-class parents who support the
back-to-basics *novement.

The Academics Plus parents embody a conservative reaction to
the progressive innovations of the sixties, which, Pursell charges,
have weakened educational structure and subverted leaming and
tradition2l values The Academics Plus program. i response,
emphasizes structure, it employs teacher-centered instruction. self-
contained classrooms, a clearly structured curnculum, and
truw..vnal evaluation, Although the program is not imited to the
basics, it emphasizes the mastery of basic skills through traditional
methods of drill. it recreates, Pursetl states, *“school as most of us
knew it when we we:z children.”

. The initial impetus for program development came when a
school board election crystallized parent unrest Dissatisfied
conservative parents banded together to create a basic altematve
program and hold the school board to its pledge to serve the dverse
needs of its publac The parents submitted a formal proposal inthe

spring of 1973 and began recruiting additional families and
developing a curricutum. Although they recewed little cooperation
from the schools, they were able to institute a K-6 program in one
school that same fall "The parents sought to expand in subsequent
years, b succeaded only in adding one sixth-grade class to the
program. '

Pursell judges the program a success. The respopse of the
parents, he notes, has been outstanding 98 percent indicated
satisfaction with the program during its second year. The actual
achievement of the students, however, 15 not made clear. Pursell
gives data only for the first year, when the full program “"generally
scored at or above district norms on reading and math and below
district norms on language art.”

@ Resnick, Daniel P, and Resnick. Lauren B, "The
5 Mature of Literacy An Historical Exploration.”
Harvard Educational Review. 47, 3 (August 1977), pp

. 370-85. £} 167 146.

+,.The' still inchoate” back-to-basics movement looks to past

" "methods as aremedy for the present problems of Amencan literacy.

H But as the aulhors explain, past solutions can work only when social
L conditions and educational goals remam stable Seeking to assess
i the relevance of past models of hteracy traming for present needs,
, the authors examine three such models — Protestant-religious, civic-
‘national, and elite-technical—and discuss changes in Amencan
educational perspectives
Their review reveals that the nature of hteracy criteria and
training has sharply shifted during the past centuries The
Profestant-religious and civic-national models (exemphfied by
literacy training in seventeenth-century Sweden and French public
education during the past centurv} provided a low level of literacy

Loy

T

for a large population. They requireu their students to show only the
mastery of a limited set of famuliar texts. In contrast, the elite-
technical model (exemplified by French higher technical education

- since the eighteenth century) has demanded a very high level of

Iteracy of a small efite. It has viewed literacy in term s of theoretical
knowledge and problem:-solving skills. Twentieth-century American
education stands alone in demanding a high level of literacy (the
capacity to understand unfamiliar texts) of an entire population.

The present dismay over the failings of American education, they
argue, stems in part from our only recently developed high literacy
expectations. Much of our difficulty in meeting’them, in fact, “can
be attributed to the relatively rapid extension to large populations
of educational criteria that were once applied to only a limited
elite.” i

We cannot return to the past, they conclude, “because there is
little to go back to in terms of pedagogical method, curriculum, or
school organization. The old tried and true approaches, which
nostal@ia prompts us to believe might solve current problems,were”
designed neither to achieve the literacy standard sought today nor
to assure successful literacy for everyone.” "

@@ Schofield: pee. Issues in Basic Education. Schoof
Leadership Digest, Number 25, ERIC/CEM Research
Analysis Series, Number 27. Arlington, Virginia: and -

Eugene; National Association of Elementary School

Principals; and ERIC Clearlnghouse on Educational
Management, Unwersdy of Oregon. 1976, 31 jpages. .

ED 128 873. iy

“The back-to-basics movement has a distinctive grass roois aura,
unlike the liberdl education movements of the 19605, which were
primarily the products of educators,” according to Schofield. The
result is that this movement is definitely pollt:cal in tone and in
substance, as this author notes,

Schofield noints out that although not all supporters of the hasics

agree with the strictly fundamentalist approach to education, most .

g

i
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back-to-basics schools share at least somw. conservative
characteristics. Fundamentalists see education as the means of
transmitting and preserving the values of the domunant <uiture, not
as a means of critically examining o. changing tiiose values
Uniformity in behavior, in teaching method, and in - ubject matter1s
emphasized in fundamentalist education. And goirg cack o basics
is seen by many fundamentalists as a way to reduce sciwaoi budgets

~ by cutting out the so-called “frills.”

The conservative cast to the back-tobasics movement has
prompied some educators to react very defensively and charge that
the fundamentalistsare out 1o saboiage American education. But,
as Schofield points out, “It is no more correct or enlightening for
educators to condemn fundamentalists as being ignorant and

‘backward than'it is for back-to-basics advocates 1o condemn edu-

cators for undermining and destroying the American way of life.”
In spite of the fact that the back-to-basics movement reflects a
general swing toward conservatism, Schofield does not believe that

_fundamentalist, back-tocbasics education will become the

©®1

dominant form of educatioh in America. As she states. “funda
mentalist philosophy simply does not sit well with many parents
and educators, who are not Prepared 1o throw ow all the
eduCational innovations of the past decade.”

Washbuen, §. L. “Beyond the Basics- Some Future
Uses of the Past.” National Efementary Principal, 57,1
{October 1977}, pp. 33-38. E] number not vet assigned

Washbum finds himself “deeply distuibed” by the back-to-basics
movement. Its view of education, he judges, 1s “narrow and
failacious” and clearly madequate for t~e needs of contemporary

il

_saciety. The basic skills may have been sufficient for all but the elite

a century ago, but they are no longer so. The pProgress of science
and technology gnd the new responsibilities Placed on citizens have
radically altered the purposes of education and s relation to
society. “There was never a time,” he states, “when the word ‘batk’

- was less,appropriate i the votabulary of a principal or teacher.”

The back-to-basics movement, he contmnues, also adopts a
misguided view of human nature. According to s conservative
view, “most students will not leam unless forced to do s, and until
a wide variety of educatonal practices provide the force.” The
movement acwrdmgly emphasizes external control and discipline
and in 50 doing, denies the obligation to make learnln;, meanmgful
and 1o Provide intellectual motivation.

Washburn counters with a second view of human nature, which
he wishes to see incorporated in a radical reform of education.
Human beings, for Washbum, are “active, creative, and eager to
b m, until the desite to learn has been extinguished by the
schools.” )

Education that will serve children’s potential and society’s needs.
he -argues, must reunite learning with the life of the adult

"community and refate school activity to “the important protilems

of living in a rapidly changing -technical world.” It must also
recognize the implications of the maturation process ant
restructure leaming 1o accommodate children’s changing abilities

il

s

and needs. In addition, 1t should provide greater encouragement for
learming with a curriculum that makes success a norm.
Washburn concludes with a discussion of two specific
rec-  mendations for reforming education. Peer teaching can help
both tutor and pupil leam as it also helps revolutionize the social
structure of schools. A case study method, which calls for the
analysis of current and controversial issues from the real world, ¢an
give meaning and importance to learning and bring many

disciplines to bear on vital issues, -

@2 Faiture and Its Future.” Phi Defta Kappan 58. 7
(March 1977}, pp. 527-30. E) 153 639.

»Amencan education is failing” according to Wellington. a past

member of the Scottsdale. Arizona. board of education, Wellington

attrzbutes this farlure to two mayor factors, First, & lack of discipline

Wellington, James K. “American Education: Its

in the home and family: “plus inconsistent administration of school -

discipline problems,” have rendered school discipfinary procedures
virtually meaningless. .Second, “inconsistent grading standards”
and grades that fail wo reflect the student’s true level of
achievemnent have ot only inspired the wrath of parents. but have
cavsed great difficulty for students. Wellington cites examples of
students who make good grades in high school. only 1o find
themselves penalized in college by their deficiencies in basic skills.

A “fundamental,” back-to-basics approach would remedy these
two central Problems, according 1o Wellington. He lists “five
primary. goals” of the fundamental school: (1) 1o teach basic
reading, writing, speaking. spelling, and computation skills; (2 to
teach students their history and héritage and ¥to reason in a logical

.and objective manner”; (3} to challenge each student to do his or

her best; {4) to encourage accountabilify through testing and
grading. and {5) “to reinforce Parental «2aching of citizenship,
respect, discipline, and personal responsibility.”

“While Wellington is a staunch supporter of the “fundamental”
schoot, he acknowledges that this form of traditionalist education is
not for everyone. To accommodate the variety of needs and desires
of parents and students. he advocates “that school districts adopt
alternative schools.” But for school districts that ate unable to

22

afford other forms of educational alternatives. the fundamental = -

schoa should still be provided, since it “is an idea whese time again
has come.”
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Classroom - 5
Discipline

L

@3 Abrell, Ronald L. “Classroom Discipline without °

Punishment.” Clearing House, 50, 4 (December 1976),
pp. 174-73. E) 157 885. . .

Discipline in the classroom is fundamental to leaming, but
coercion is inhumane and rarely works. It is the responsibility of the

- teacher to assist siudents in ac hieving self.discipline, writes Abyell.

He includes in this article a list of personal and envitonmental
factors that should be cultivated to minimize discipline problems.

The method of comection he proposes places ultimate re-

sponsibility for behavior on the student: no detentions. isolation,
suspensions, of other types of negative punishment are to be used.
The first time a student misbehaves, the teacher ¢orrects him or her

in an unobtrusive way. If another incident occurs, the teacher . .

reminds the student that his behavior is unsatisfactory and that thé
rules must be observed. Following' subsequent acts of mlsconduct
the student meets with both the teacher and the principa'.

Abrell suggests that if the student believes he cannot function
productively under existing conditions, a change of teachers or

school may be in order. 1f this ¢hange fails to work, the student is

directed to leave school and to seek another institution that will .

meet his needs more satisfactorily.

@ @ Doyle, Walter, “Helping Beginning Teachers Manage
Classrooms *“ NASSP Bulletin, 59, 395 {Decembef
1975) pp. 3841, EJ 135 566.

Many beginning teachers encounter difficulty managing their
classgs. To the extent these problems are not rectified during
student teaching, supervisory personnet in the schools should offer
first-year teachers the needed ttaining, Doyle contends.

Doyle explains the work of Jacob S. Kouin, whose research has _
substantiated the connection between discipline and Seneral
classroom management skills. Kounin's findings. indicate that what
» teucher does beforé misbehavior takes place i crucialin
determining overall disciplinary success and sustaining task
involvement. In refining his concepts, Kounin was able to identify
four d:mensmns of managerial skill: “withitness,” which refers to
the teacher’s ability to communicate to students his or her
awareness of what is happening in the classroom; “overlap,” the

.teacher’s abifity to.perform two or more activities at one time;:

“movement management,” the teacher’s skill in maintaining
momentum; .and “group focus,” the teacher’s competence -in
involving all class members in each classroom event.

Dovle believes that Kounin’s framework can be helpful in
identifying the source of classroom management problems and
provides a practical dluslratlon dealing with the concept of group
focus.

@ 5 Estadt. Gary J.; Willowet, Donald J; and Caldwel,
Wwilliam E *'School Principals’ Role Administration
Behiavior and Teachers' Fupil Control Behavior A
Test of the Domino Theory.”” Comtemporary
Education, 47, 4 (Summer 1976), pp. 20712, 'EJ 152

436 '




The domino theory of admnistration holds that behavior at one
level of the hierarchy determines behawvior at the next lower level.
and so on, through the organization. In testing this theory, Estadt
and his colleagues sought to determine whether the style used by
secondary school principals i admimistering rules governing
*teachers affects the manner in which those teachers control the

behavior of their students.

Using a rule administration scale developed by Caldwell and
some of his associates. teachers were asked to charactenze thew
principals. The principals were then divided into (free categores on
the basis of leadership style: representative. pumishment-centered.
and mock. Examples of items from the respective categories are
*The principal would assume you have a good reason if you did not
attend a scheduled teac hers’ meeting,” *'If you left school early. the
principal has a method of checking and-would penalize you,” and
“The principal would disregard your absence at a scheduled

~ teachers” meeting.” Students at the same schools ranked their
teachers on a humanistic-custodhal continuum.

The authors hygiothesized that in schools headed by principats in
the “representative” leadership category teachers would tend (o be
humanistic, whereas 1 those headed by 'pumshment-centered”
principals the teachers would be more custodial Nelther of these
hypotheses was supported by the data.

“The major result of the present investigation 1s its falure to find
any support for the domino theory,” write the authors. “At least for
the present sample, the secondary school principal’s pattern of rule
administfation with regard to teachers has no relatonship to the
teacher's pupil control behavior * The authors note, however. that
in interpreung these results 1t 15 important to recognize that while
the instruments used purport to examine’behawvior. both do so by
tapping perceptions of behavior

. Garza, ‘Gonzalo. “Classroom Management:
Implications for Supervision ” Paper presented at the
Association for Supervision and Curriculum

"+ . Development annual meeting, Houston, March 1977
46 pages. ED'141 §70

“CLASHES WILL BEGIN NEXT TUESDAY” ran a musspelled
. newspaper headline heralding the new school year. The muspnnt
* was inadvertent, but the headline was, nevertheless. disturbingly
accurate, A recent poll of 3,400 teachers revealed that classroom
discipline was ranked among the most 3erious problems afflicting
education today. Garza does not pretend to have all the answers,
but he does offer a useful summary of curment approaches and
some helpful precepts for sound classroom management.

*An awareness of the approaches and thew philosophical
underpinnings may prompt teachers to try out new strategies and, in
the process, meet student needs more thoroughly Fust, Garza
outlines six basic strategies — authontanan, permissive, social and
emotional, group process, behavior modification, and “bag of

" tricks’ ~~with short discussions of the basic assumptions and role of
the teavher in ¢ach onc From there, ke moves on o the pracieal
side of classroom management In a potpoum of eighteen

suggestions, he covers a wide range of sitvations—from the 25

inefficacy of group pumishment to the penls of -assigning extra
schoolwork as a punitive measure.,

Carza's report doesnot attempt to break any new ground, but it is
a succinct survey of trends and tactics in classroom discipline. It
should help educators reassess techniques that may have become
more habitual than effectual. .

®©7

George. Paul 5. “Changing Classroom Behavior: The.
School Prncipal and Contingency Management.”
NASSP Bulletin, 56, 368 (December 1972), pp. 33-36.
EJ 065 976.

Drabman, Ronald §.; Jarvie, Gregory }; and

Archbold, James. “The Use and Misuse of Extinction

in Classroom Behavioral Programs.” Psychology in

the Schools, 13, 4 (October 1976, pp. 470-75. E) 14€
. 258.

In their efforts to improve both discipline and the quality of
edycation, behavioral scientists have suggested a. varfety of
procedures designed to reduce unwanted behaviors. Contingency
management involves rewarding good behavior and ignoring
inappropriate behavior. Ceorge outlines-how this technique waiks
and how it can be used by the school principal. Drabman and
colleagues look at some of the pitfalls and how to avoid them.

When educational researchers study the tasks performed by
school administrators, they find (hat principals spend a dispro-
portionate amount of their time trying to change the behavior of
teachers and students Most conventional methods are negative.
Ceorge believes contingency management provides a positive
alternative. Based on the law of association and the fact that
behavior seems to be more affected by what follows it than by what
prece« esit, the techmaue requires four essentral steps. First, select
the behawvior to ba changed. For a teacher the principal rmght select
the production of long-raitge lesson plans. For a student the target
behavior might be the extinction of fighting with other pupils,
Second, study the behavior and record the number of times it
occurs Third, choose an appropriate reward and use itimmediately
following the presence of the desired behavior or the absence of the
undesirable behavior. Fourth. look at how often the behavior now
occurs to see if the strategy is working,  ° : .

George advocates contingency management as an approach to
solving day-to-day problems. He also believes its use by the
principal can imiprove the attitudes of students toward school. “The
prinaipal m the Amencan school 15 something of a symbol of the
entire educational system,” he writes. Positive or negative
associations transfer from him to the school expenence as a wholé:

The article by Drabman and his associates focuses on one aspect
of contingency management, the use of extinction, or contingent
ignonng. In the classroom. They believe the technique can be
effectve of properly mplemented, but caution it must be taken step
by step.

“Because of the ease of iitiating the extinction procedure, it is
tempting 1o skip the baseline phase,” but 1t 15 essential that the
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teacher first determine who presently 15 renforcing the negative
behavior, write the authors 1F the other students- not the teacher
are the source of reinforcement, the teacher might choose instead
to reward them for ignoring it Once the process has begun, the
teacher must be committed 1o ignoring the behawvior each time it
occurs and must be prepared to see a temporary increase or

. possibly the substitution of another. inappropriate form of

behavior. For this reason,it is critical that the teacher make
acceptable aiternatives available to the chiid For example, o the
target hehavior mvolves talkingn class, the teacher should instruct
the child that the correct way to communicate 15 by raising one’s
hand, and then reinforce the child with immediate attention when

he of she remembers to do this.
*\ ,Phi Delta Kappan, 57,10 (June 1976} pp. 661-64 E|

139 344, v

It is easy for school persopnel to blame lack of discipline on the
community, but deploring the present situation and waiting for
society to change is a nonsolution. in the opinion of these authors.
Hénce, the faculty of the Herbert Marcus Elementary Schoo) of
Dallas, Texas, asked themselves, “Are we part of the problem?” and
began a year-long staff development effort 1o provide the tools for
better classroom management. .

The heart of the plan was a series of development sessions led by
the principal and outside professionals. In these sessions, staff

‘ Cramhaﬁl, Marvin L., and Marris, Clifton S., Ir. “A
+ Faculty Frains Itself to improve Student Discipline.”

ey

4

explored alternative teaching and disciplinary techniques. Three /

additional students in each class were selected to act as controls At

the beginning and end of the year, observations were made of each

teacher in the classroom, and achievement tests were administered

to both sets of students. The results, report the authors. were

gratifying. Not only had the teachers become better managers. but

there had been a marked decrease in discipline problems, as well ag
" a modest increase in pupil achievement. '

The Marcus School stafi thinks that the best approach to
_discipline is a preventive one—the provision of a variety of educa-
-tional and environmental altematives that will interest, challenge.

and motivate the pupil. “Like it or not,” conclude the authors, “the
first place to cope with disciplinary problens is in the classroom.
The teacher must make the primary.adjustments —even while the
pupil is learning to agsume responsibility for his actions.”
or Home.” joumnal of Schoof Psychofogy. 15. 3
(February 1977), pp. 230-37. €} 167 272. '

The literature on discipline has given teachers some help in
curbing misbéhavior, but much of the advice is more suggestive
than practical. There is averwhelming agreement, for.example. that
an immediate response is a more effective deterrent than a delayed

rl
Karpowitz, Dennis H. “Reinstatement as a method to
Increase the Effectiveness of Discipline fn the School

¥

students in each class were identified to receive individualized |
attention based on the new things the teachers were learning. Three.’

F

reaction. Also. the research indicates that a harsh punishment s
niore In!:ibitirig,lhan a mild one. While such insights may be valid,
they are not alway- practicable. After all. a teacher cannot always
reprrmand a child within one second of the offénse. and there are
moral and legal limits to the severity of a response. Wha teachers
and parentsneed, Karpowitz advises, is a form of discipline thatwill
not be diluted by delay and that will be effective without being too *--
treme,, * ’ ’ .
—Kaipowitz makes a step toward filling this need with his study of
remstatement [rehearsal), With its reenactment of the whole
sitvation that led up to the transgression.” this technique s
particularly appropriate to a situation where the authority cannot” .
iespond at once. Using ninety first-grade boys as subjects, -
Karpowitz found that discipline coupled with reinstatement was
signifrcantly more effective than punishment alone. He does not
belabor the implications that his conclusions might have for
educators, but teactrers looking for ways to control, recalcitrant
students shouid'not need elaborate help in applying the principles
of reinstatement in the schoolroom. .
if a child were to hit a classmate. for example, the teacher migh
carefully explain what led up to the misbehavior before
reprimanding the offender.
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The}ein.s.atement method has its habilities —nsufficient time to
devo(e to. every mishap is an obvious ane—but it 15 a useful
addition to an mstru’ctor s repertoire of responses. Those situations
that seem to demand immediate discipline may not be beyond the
teacher’s control. )

Kindsvatter, Richard. A New View of the Dynamics

pp. 322-25. €) 169 844,

. “A common misunderstanding can be avoided,” Kindsvatter
« maintains, “if we do not think of discipline as the controlling or
punishing behaviors of teachers ” Class management is more than
telling pupils to be quiet or depnving them of a privilege The
“educator’s role 15 to help students understand thewr own actions and
to guide them toward acceptable altematives.

Kindsvatter breaks disapline down into three-levels —behavior
expectations, behavior adjustment, and control techniques. While
he deals with dscipline from start to finish, the assessment requied
in the Second stage is of particular mterest. An essential basis for
order in the classroom 15 accurate identification of the motation
for the misbehavior. Teachers are prone to assume that all fractioys
students are only capncious and inattentive Bowsterousness of
incessant talking, educators are hikely to conclude. 1s only the result
of overactive hormones, and control measures are quickly invoked

" But the.problems are often more deep-seated than mstructors
terid to think. The unruly pupil may have severe and chronic

.+ emotional problems or a negatwe attitude toward the teacher and
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As-l.eviton points out, there is a growwng literature on the.

.- the class. In these cases, conventional means of enforcement are
" not only futile but harmful. Educators must lea
" between the vanous sources of mlsbehawor and react
appropriately,

Kindsvatter charts the possible sources of misbehavior and
elements of discipline on a3 x 3 matnx ” It 1s a convenient too] n
beginning to understand the complex dynamics of a specific

disciplinary situation:-intuition is not enough.

Levilon, Harvey §, “The Indmiduahzation of Discr-
pline for Behavior Dusordered Pumils * Psychology in
the Schools, 13, 4 (October 1976), pp 445-48 EJ 146
252. !

individualization of instruction. But little, 1f anything, has been

. written about using different methods of discipline for different

’ students. In this paper, he presents a rationale for individualized
dnscnplme and proposes a tentative strategy for matching the five

_ types of behavior-disordered children identihed by H C Quay with

twenty potential forms of discipline
For example, Quay has labelled one categary of children
“anxious wilhdrawn.” He describes them as fearful, underbehaving,
rather than misbehaving For these children. Lewiton suggosts
studentiteacher conferences and the rewarding of good behavior
Inappropriate forms of discipline smight include dismissal from class
. and comporal punishment “The perceptive teacher may step down

of Discipline.” Phi Delta Kappan, 59, 5() anuary 197&],‘ 5

differentiate’

! |
hard on an aggresswe child when he intemupts, while identica\l
behavior from a timid child would be remforced orencduraged," he
says.

Leviton wcludes a table summarizing appropriate teacher
behavior for €ach of the five types of children, but writes it is meant
not as a "cookbook” but “as an' attempt to systematize the
differences in chidren’s behavior and the appropriate techniques
for coping wlth it »

N
7 3 National Schoo! Boards )ssociation. Report:
1977, 45 pages. ED 144 1O,

Concemed about the growing problem of school discipline, the
National School Boards Association’s Council of Big City Boards of
Education appeinted an ad hoc committee to take a look at some
of the naticn's largest school districts. The committee contacted
more than one hundred districts and i this report outlines its
findings and recommendations. \

As the committee undoubtedly had anticipated, the \Igrge

majornty of schools contacted reported that incidents of dlsrupm(e
behavior are.increasing n frequency. Dusruptive behavior seems..

most prevalent among students in junior high or in their early hugh N

school vears. At the elementary level, the problem appears to be
growing but has not yet reached the “senous” stage. Apptoxlmately
75 percenl “of, lhe districts surveyed report nonattendance
(t ardmessa'truantyfcuttmg class) as the most frequent single cause of
disciplinary action. Other oft-cited problems are violations of
school regulations, assaults. verbal abuse of teachers. theft,
vandalism. and Class disruption.

Data submitted to the committee dld not indicate ‘whether
disruptive behavior occurs more frequently among minority
students. It 15 apparently true that some discipline problems are
acute n large, urban areas, concludes the committee, but “"there s
no evidence to suggest that these problems are related to the
students’ ethnic or racial background.”

The report includes examples of‘how various districts handle
discipline and concludes with a sixpoint plan developed by the
committee for use by districts experiencing discipline problems.
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Olivero, James L. Discipline . . .
Schools? 40 Positive, Preventive Prescriptions for
Those Who Care. ... . Operations Notebook 17 Burlin-
game,Califomia: Assogiation of Califomia School
) Administrators, 1977, & pages. ED 145 566.

Ohvero begins this report by aiting some pretty grim statistics
about the increasing_ incidence of violence and other serious
diszipline problesns in the school. However, his central premlse s a
Jositive one. He!g(rnly beltevas these problems can be overcome if
teachers, students,” and parerﬁs ‘work together. and he mcludes
numerous, concrete axamples oﬂow this can be done.

The fiest part of the report is devoted to a discussion of causes, at
school and at home. "Having been m numerous schools the past
decade;” he says, “I've been amazed atithe number of parents whe

\

Discipline in Qur Big City Schools. Washington, B.C.: |

No. T Problem in'the

27




Zb have indicated they teach their children to fight.”

"
.

In the rerainder of the report he outlines in detail some forty
innovative idezs that have been tried by variots schools across the
country Involving students, faculty, and parents, these ideas
include a rumor committee initiated by students ata Seattle jumor
high to avert misunderstandings between students, personalized
approaches to counseling, ways to alleviate stress among teachers,
and the rescheduling of field ips so parents can participate.

“Neither parents nor staf! can attack the problem of discipfine
independently and be effrctive,” says Olivero. “Both parties must
team with-students to estabhish and maintain a positive learning

climate.”
Schoo! Jungle ** Learning. 6, 3 (November 1977), pp

—) 40, 46-47, 100, E) 176 427.

Rathbun is writing from the trenches, not the tower. This
involvement with the daily realities of a teacher’s life 1n the middle
schaol is reflected in her blunt assessment, “putting up every day
“with 150 ﬁuilming humans on the brink of puberty” 1s nothing but

<

Rathbun, Dorothy, “How to Cope n .the Middle

“plain h k.” The only effective way to handle the situation.
~ she says, 45 to ['present yourself as an adu!(and bein charge”

their misgus *od atiempts to “be a pal.” beginning teachers

arept to abdicate therr power. The result ts rarely the harmony that

as so earnestly sought; more than Iikely chaos will ensue, and the

I{aive instructor may rue the day he or she ever put a foot n the

“middle school jungle.” Rathbun 15 sympathetic, but she insists that

teachers need to approach a class as authonties, not as peers.®

Educators should therefore insist on a proper form of address, Mr
Tompkins will experience less frustration and be more efiective
than will just plain Jim Dress should also be formal, and the
teacher’s language shouid be digmfied, slang and profamity will
make an instructor sound more absurd than “with t” Teachers
\should remember that their primary responsibility 1s to teach—not
.« entertain of to win populanty contests In the long run, it 1s
lity instruction that will win students’ respect and cooperation.
ly, it is essential that teachers mamtan order at all times
h this emphasis on authority, Rathbun may sound as if she
stalks around the classroom witha pounter in one hand and a switch
in the other That 15 not the case She recognizes the pe_nis of
overreaction and counsels against them, restrant and common
sense are in order 1tis best not to send students to the office, for
“you are in charge, and you ¢an handle it yourself of youtry ” If a
discipline matter cannot be handled by a “judicious use of well-
rehearsed glares, frowns /EQII'I[Ed Fingers or set jaws,” instructors
should be careful of-what they say, since they may compound the.
trouble with™careless phrasing or empty threats A command Jike
"Dons, knock it off nght now'” will probably encourage Dons to
knock a book on the floor. and a promise of "something drastic”
.may prompt students to find out what those measures might be

These and other suggestions are a refreshing antidote to the
many high-minded but unrealistic homthes that abound n the
literature on classroom Management The novice teacher fneeds to

7®

. ra . ) | =
survive the day, and Rathbun’s pragmatic advice js probably-going
to be more helpful than are idealistic schemes that would sacnfice
order for “involvement,”

> ' I]

Stoops, Emery, and Kingiiioops, Joyce, Discipline of
Disaster? Fastback Series, No. 8. Bloomington,
Indiana: Phi Delta Kappa Educational Foundation,
1975. 38 pages, ED 112484, |

T

One of a series of publications put out by the Phi.Delta Kappa,
Educational Foundation, this little book présents.a clear ap#
concise introduction to the subject of school discipling. The authors
begin with a general discussion of the concept of discipline and
follow it with a section on discipline policies) "To avoid anarchy
and disaster in a school situation, there must be positive regulations
and standards for student behavior.,” write the authors, "*These
policies should be expressed in writing for theldistrict, the building,
and the classroom.” -

The last two sections of the book deal wit cla ssroom discipline
and how to set classroom standards. The suthors describe how to,
handle specific 'types of behavior problgms and list -tips on
classroom control, For example, be in 2he foom ahead of the
students and starf class promptly. Learn and Jse students’ names as :
soon as possible Be prepared. Be consistent 'When challengedbya
student, do not take it personally. Cor' r often with. parents.

Employ the-three F's: Be friendly, fair, an hrm
7 7 Teaching and Leatning. N ork: Holt, Rinehart and
Winston, 1978. 214 pages D 150 750 ) ¢

The 1960s treated school disciplneas aiorm of oppression, white
the seventies have embraced rigid contrél as part of-a “return to
basics.” With such wild fluctuations, it 1s no wonder that classroom
dlsmplme has tumed-into a political |ssue and that educators have
lost sight of its purpose. For dlsaplme.lTanner reminds us, is an
ntegral part of teaching. not an unfortunate adjuncti it provides an
essential basts for the self-direction that s the goal of education.
Recognition of the necessity, even the desirability, of discipline is
only the beginning of an educators task, however. The obvious
questions anse. How should problems be treated? What model of
discipline 1s best? Tanner does not offér pat answers since thete Is
no one “best” mode of discipline. The child’s stage of development -
15 the crucial factor hére, for what is appropnate at one tevel will be
inappropriate—and even harmiul—at another. As children grow
older, they are less likely to accept anl adult’s decree as law simply .
because it emanates from an adult, The teacher who continues to
treat fifth-graders as first-graders, then, is inevitably going to
antagomize the class and create slrlfe A. ieacher's job is to
encourage growth, and there 15 no capse for hand wnnging because
youngstersdo not remain 0 awe of atults, Discipline should change
with the child's stage of developmefﬂ and help him orher move to
the next stage. /D' '

Tandier, Laurel N. Classrod) D:sc:plr for EHectfve

Tanner goes on.to apply this perspective to a variety of -
contexts —authority, teaching, nterest and attention. external -
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influences, unsocialized students, and self-esteem. offering

.’" important insights and useful. suggestions 3I0ng the way. But the
" chapter of the most immediate significance to practitioners js on
dealing with discipline problems. Tanner emphasizes that it is not
enough to stop disruptive befhavior: the stullent’s energies must be
redirected toward a constructive activity. {Stop it” is, therefore. a
less effective command than is a statement along the lines of
*Edward, stop bothering Susan and work o your story or read your
library book.” " !
whilé it is essential to keep classroom activities going, teachers
should be careful not to sacrifice long-range goals for momentary
cooperation. “As an illustration. giving a pupil an overoad of
homework as punishment is hardly likely to generate positive
attitudes toward education. yet one of the aims of school is to
encourage individuals to seek further education throughout their
lives” The instructor should. moreover. be wary of overreacting to a
srticutar incident; a stern look may be a more effective response

A to disruf;tion than a loud reprimand.

- Tannér's work is a substantial contribution to the literature. She
not only has incorporated the findings of other researchers, but also
has taken Empriginal tack that never neglects the practical for the
grandiose. . . '
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’Mlde.’)o!m W., and Sommers, Peggy. “Teaching

Disruptive *Adolescents' A Game Worth Winning.”

Phi Delta Kappan; 59. 5 (January 1978), pp 342443, E]
f

169849, .¢ .

with diigs, profanity, distuption. and yiolence plaguing the

classroons. teachers are, understandab‘v enough, looking for new
ways to handle discipline probl'erns 1But those educators who
expect to curb behavior problems with new means of punishmenrt
may be suffering from “terminal myozjiia." according to Wilde and
Sommers, Teachers tend to wait until student misbehavior has
reached the point of outright disruption before dipping into their
arsenals of responses—behavior modification, contracts, “teacher
effectiveness training.” yoga, and s forth. By then the situation

* may be well beyond control; prevenlij!m. not elimination. is theonly
effective way to deal with disorder ir. the classroom.

Wilde and Sommers offer four| suggestions for eradicating
discipline problems before they start] First, students should be given
a rationale for the subject matter they are being asked to master.
One high school science teacher, fof example. begins a term with a
presentation of slidex depicting stri{ting phenomena—from straws
.embedded in telephone poles to li&i.l bulbs that operate without
electricity. After iuniting interest. e goes on to explain how the
class will probe some of nature’s mysteries. .

A’ second step is to establish individnal goals for,
students —sometimes a difficult iJask due to differences in their
abillties. But it can be done. An eleventh-grade English teacher
prescribes a weekly set of tasks for her students, and the results
have been encouraging. ’ I .

A third suggestion for heading;off misbehavior before it starts is
to allow pupils to participate in dbfining their own goals—thus the

teacher can avoid head-to-head confrontations that bring ulcers 29

and gray hairs.” Finally, classroom discipline should not be based
on rules from dn high; students should be allowed someinput in the
establishment of rules and consequences. They might, for example,

. decide what is acceptable behavior and fix the responses_for

infractions.

The authors admit that “the suggestions presented here are
basic—almost obvious”* But educators occasionally need to be
reminded that sensible and sensitive teaching can make leaming a
team sport, not a clash of adversaries. ’
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7@ Ba{te;t, Joe D. »Face-to-Face Communication.” The
Personnel Administrator, 21, 2 {February 1976). p
51-54. £J 153 582,

Batten; the author of a best-selling management book, believes
that survey results and the discussions of management researchers
indicate that “the manager’s totaleffectiveness rises or falls directly
in proportion to his ‘facetto-face’ skills—his interpersonal insights
and actions.” In this article he outlines the essential elements of
truly effective one-to-one relationships.

First of all, a leader should reniain both vulnerable and open.
Thatis. a leader should remain flexible and resPOnsive to new ideas
and be willing to *stick his neck out” at times, This kind of open
posture is essential for a leader’s continued growth and ability to ~
relate empathetically with others. “The defensive. invulnerable °
person.” Batten notes, "p!ateaus early in life in terms of growlh
vitalit ty, and the ca cnty to obtain Jfollowership’.”

The manager- uld avoid what Batten calls “hegative listen-

..the tdndencv to hear the other person out and then say what
you weré going to say anyway.” And he shouldbe aware of "body
English,” but be careful not to “judge another according to past
biases or stereotypes.”

Batten encourages leaders to avoid the tendency to label, box_ or
categorize others. Rather, “we should try to see the other person as
being in a state’of flow, of ongoing growth.” Instead of limiting a
person by fooking for his or her weaknesses, a leader should
concentrate on the person’s strengths and expect full use of these
strengths. This, says Batten, fulfills in the other person a central
human requirement— the need to feel in some way significant as a
person, . ’

= . - Gray, John W., and Ward, Allan. L, "Improving ~
EQB@ Communications Between Student and Printipal.”
NASSP Bulletin, 58, 384 (October 1974), pp. 312, £}

103 473.

Students tend to equate the amount of time their. pnncipal -
spends with them with the amount of care he or she has for them.
Thus Gray and Ward encourage principals to\'rn:rease the number
and quality of personal contacts they make with students and to get
to know the concernis of the “inner student.” . \

Communication quality can be incteased by siich techniques as .
paraphrasing and feedback. For example, a principal should

_encourage studedts to reflect on and respond to statements he
makes. In turn, he should listen carefully t6' what a student is saying *
and then attempt to paraphrase what-that student has said. . ,
- Principals should attempt toinitiate dialogue with students about
the concerns and questions that most occupy their minds. One
technique for getting to know the real interests of students is to ask
them to write on unsigned papers the quesuons ‘that most deep,ly
concern them. When'the authors did this with several classes of
college freshmen, they found that the students were thinking about
suchbasic issues as the purpose of life, the reasons for wars, and the
way to personal happiness. The authors ranked the varied questions
according to how often they were asked’ and gave the resultitig

35




RS

ERI

PAFullToxt Provided by ERIC

*senies of abilities.”
involved in successful listeming, two of which are practiced duning .

"concem profile” back to the group.

. Gray and Ward believe that administrators can take a fong step
. toward mproving communication by reahizing that students want
-dialogue about serious human_ problems. instead of either pat

answers or avoidance of the yssyes To faailitate such dalogue, they
recommend that principalsvoice their gwn concerns about some of
the issues that students mention n their concern profile

mvﬂaﬁ&ndto. A Case Study 1n Human Relations.”
NASSP Bulletin, 60, 401 (Septernlber 1976). pp. 1036
E) 153 064.

In this article, Ingan constructs a fictitious situation 1n which
-principal-faculty relations are very straned. In the process. of
writing the pnincipal out of this dilemma, he outlines severat ysefuyl
‘techmiques for improving interpersonal relations between prncipal
and faculty.

Ingan’s main argument s that by increasing the opportumties for
informal contact between principal and faculty, the level of mutual
trust and understanding between them can be greatly increased. He
. outhnes several ways that a prncipal can increase hisor her level of

cantact with faculty, while deemphasizing his authontanan role |

for example, the principal can use attendance at extracurricular
events, such,as concerts, plays. and sportng events, to ncrease his

" - opportunities for informal dialogue with coaches and faculty
" members. Or he may make 1t a point to eat his lunch with the

faculty rather than in his office. One of the simplest techmques is to
show an nterest n faculty members by inquing. whenever
practical, about husbands, wives, or children. . i

Ingari also suggests that a principal set up weekly mforma] ‘rap
sessions” with teachers in which he would concentrate on lislening
to faculty members’ opimons and gnevances He might also leave
his office door open whenever possible and encourage instructors
to drop by for informal chats

Small changes 1n behavior such as these, concludes Ingari. can

do much to mprove the effectiveness of an educational leader,

while improving the general communications chmate of his school

Nostrand, Peter F., and Shelly, Richard W. An
Educational Leaderskip Listening Model, 1973 14

- pages. ED 087 100.

* Effective listening is not merely a simple’skill but “an additi
Nostrand and Shelly define five distinct skills

the actual verbal exchange, and three after the conversation
enged. & ;
|;[I'le authors call the penod of actual verbal intercourse lho
active phase’” of listening. The [istener exercises his
“concentrative™ skill by being fully aware of what is being said.
ayoding the ptfalls of simply appeanng to be hsteming, or thinking

T a ead of the speaker. The listener also asks clarifying questions

sl{c‘.'z'l Jhecessary to assure "comprehensive input.” " Appreciative”™
Istening extentis from concentrative fisteming when the listener
ttempts to understand the speaker's viewpont or frame of

reference. These two skills, when properly practiced, assure a clear
reception of the message.

The “post-actve phase” begins after the histener has heard the
whole of the speaker’'s message. It consists of “reflection on the
torafity of input during the foregoing active phase,” and can take
place "dunng a pause in the conversation“or after the com-
mumicators have physically parted com pan?” Nostrand and Shelly
have subdivided this process of “thinking aboutwhat’s been said”
nto analytic, critical, and creatwe components.

The analytic component is defined as a "soning process” in
which the listener classifies statements by the speaker accordingto. .
their relevance to particular topics. The listener should try to be as
objective as possible here, avoiding the rejection of statements
because of disagreement or because the statement is*threatening.

The critical listening component is a judgment process in which
statements are.weighed accordingto their “degree of relevance” to
the topic. The authors admit that this is a subjective process, but
they think that a listener can largely avoid bias in his “weighings” by
being as methodical and objective as possible.

The weighed statements are then summed to yield a complete
picture of what was said on the topic. This is the “synthesis” stage of
the creative listening componeit. Finally, in the “evaluatioh” stage,
the new view is intégrated with the [istener's own ideas to yieldan
expanded .understanding of the topic. This new conception then
acts as a fertile ground for the response process. The authors,
mclude several dlagrams to illustrate their rnodel
‘3 Schoof Business Affairs, 41, 2 (February 1975), p. 35.

EJ 110 966,

A “lock-out,” as defined by Orlando, 1s any behavior by a school
admwnstrator that biocks needed communication. Lock-outs can
include not responding to inquiries by fellow administrators or
subordmates, not commumicating with fellow workers when
needed, or assuming that others have information when they don't.

“ “fando, Joseph M. “Do You Lock Out Associates?”

all diseCtives that come across his desk, without makmg them

ilable to those persons they affect. Or he may fail to
acknowledge another person when he benefits from that person’s
services, '

Other comnton forms of fock-out are oracticed when adminis:
trators do not read their professional literature, fall to attend state,
regional, and national conferences, or when they do not read
changes in laws that affect their school district. Orlando
enumerates several othigr varieties of lock-out, while warning
against the negative consequences of such communication

blockages.
Management.” Harvard Business Review, 56, 2

{march/April 1978), pp. 153-62. €] 173 606.

“Successful managers, regardiess of nationality, share certain

Pascale, Richard Tapner, "Zen and the Art of

’
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32 common charactersstics that are related to subtleties of the

E

communitations process.” This js perhaps the most significant
finding of Pascale’s study of Japanese companies, which he
conducted to determmne the ways jnp which the companes’
communications and decision-making processes contrbuted to
their high performance. In this article, Pascale describes several of
the subtle communication techniques employed by successful
managers in both Japan and the United States—techniques
collectively referred to as the “art of management.”

One such techmque is the use of ambiguity as a manageme?

_ tool: instead of pushing for premature solutions. to comple

problems, a successful manager sometimes pemuts the situatiops
to remain ambiguous :until they “take clearer shape or reach 7an
accommodation of their own.” This Pascale contrasts with, the
manager who prematurely makes a decision 1 a still ambiguous
situation, which ‘ffreezes” the natural evolution of the situation.

, There are of course times when “being explicit and decisive is not

only helpful but neoessarv” 'hawever, there 15 a.greater advantage
in having a ”dual frame of reference.”

Ambiguity can also have valye when ¢cnticizing a subordinate’s
work. The skilled manager carefully constructs bus or her message.
coming “close enough to the point to ensure that the subordinate
gets the message but not so close as to "crowd’ him and cause
defensiveness.” This approach, states Pascale, allows the worker to

- retain his pride, while avoiding the alienation that often

accompanies confrontation.

Pascale also discusses the value of "lmplued recognition” as a
_powerful incentive for workers. Seeking another’s opmion, for
“example, tacitly “commumcates recogmtion and respect for his
insight. S0 does an invitation to participate in a significant meeting
from which the person might otherwise have been excluded.” -

The successful manager, says Pascale, sees himself notonly as an
accomplisher of certain organizational tasks, but also as an
essential intermediary 1n the social fabric.” He values a worker for
his uniqueness and humanness in additron to valumg him for the
function he performis; that 15, the manager 15 attentive to both the
“man” and the “bottom line.” Pascale ilustrates many of his

‘ concepts in this interesting article by contrasting Eastern and

-

or principal can provide “open hours” in which any staff member.
teacher, parent, or student may see him. .

The author also provides several contemporary and historical .
examples supporting the idea that leadership iz enhanced through

the incréased availability of the leader.
) . -
]
@ Some Points of Intetference.” NASSP Bulletin, 59,
387 (anuary 1975). pp. 50-54. EJ 110 352.

The “classic linear model” of communication has- five
components: source, message, medium, receiver, and reaction.
Breakdowns in communication ¢an occur at any of these points.
says Pulley, and in a variety of ways For example, the source, which
is-the Individual or group with information to share, may be viewed
by others in a wide variety of ways, thus inhibiting the accurate
transmission of the message. ’

The way the message is constructed or encoded can also Iead to
misunderstanding. “Overilse of education jargon.” for example, -
can easily lose a listener, while the use of “sensitive” words and

' Pulley, Jerey L. “The Principal and Communication:

* phrases tends to alienate some -audiences. To avoid the latter
* difficulty, Puliey recommends that terms such as "truant” and

“lazy” be replaced by the euphemisms “absent without permis-
sion” and "can do more when he tries.”

The medium is simply the delivery system for a message, whether
it be conversation, electronic device, or printed matter. Errors at this
stage are very common, so Pulley recommends that messages be
sent through more than one channe! whenever possible. Verbal
conversation is by far the most effective means of communication,
says Pulley, because "it allows for significant non-verbal
communication” as well as direct feedback from the listener. . ~

How a receiver interprets a message is another common source
of interference. Often a receiver js biased toward the source, or a
message is interpreted the waythe receiver wants to interpretit. The
attitudinal set of the receiver, then, should be an important
consideration when constructing a mesgage,

Pulley concludes by recommending that the principal bunld an
awareness of the possible sources of communication error in his -
organization, s¢ that he can design "a more effective
Lommunication system,” T

Western modes of thinking.
Patterson, Walter G, "To the Principal: Are You
Therel” NASSP Bulletin, 61, 407 (March 1977). pp.

S5
104-6. E} 160 412.

Leaders should operate within an “open door policy,” providing
frequent and regular opportunities for access An available and
visible leader provides psychological assurance that the leader “15
there” should problems ause This ultlma(clv enhances the leader’s
effectiveness.

Patterson offers school admlmstrators several suggestions for
increasipg availlability. A pnncipal ¢an remain in the outer office at
the opening and ¢losing of school 50 students and teachers may see
and talk with him or her. A superintendent might spend an
occasional Iugch hour in the faculty lunch room A superintendent

Rediern, George B. “Managerial Communication:
Three Keys to Effectiveness.” Paper presented at the
American Association of School Administrators
annual meeting, Las Vegas, February 1977. 10 pages.
ED 137 954. .

Managenal communications, states Redfern, are not in good
health First of all, communications between principals and faculty
are being strained due to the advent of teacher unions and
collective bargaming. Collaboration is being replaced by union
confrontation tactics and strategies, while “openness and trust have
become casualties.,” There 1s also a growing alienation between
building-level administrators and central office personnel; team
management, says Redfern, has often farled, causing some middle
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This turns them off. Cynicism results |
Redfiern alsg suggests several atti;udinat changes that can help

apen up communication channels. Forexample, “power” should be”

reconceptualized as being a shared resource as opposed to
something that only management holds and uses on employees.
The latter view provPkes workers to acquire power by formmg
unions. .

“Research Interpersonal Relations: How to Say
Goodbye.” Nations Schoofs and Colleges, 1, 2
(October 1974), pp. 54-56. E) 105 861.

How do you end a conversation? According to the findings of a
research team at Purdue University, most people don't just shake
hands and say “goodbye.” instead, they end the conversation with
waords of reinfopcement and agreement, such as “yeah,” "right,”
“sure,” or “okay.” It seems that “most people instinctively
understand that agreement is the ‘proper way to end a
conversation.” . s

Even stronger ways to signal the end of a conversation, however,
are nonverbal clues. The first sign is often a forward lean. followed
by a break in eye contact. But. "the surest clue that a conversation
is over is what the researchers call ‘left positioning’—the Ieav&
taker actual[y points his legs or feet toward the door.”.

Leave-taking can be a fairly complex ritual of verbal and
nonverbal cl.es —approaching a “veritable song and dance.” Since
misunderstandings of -the signals often occur, it behooves the
administrator to build a good understanding of thls compleic and

I

managers to form their own unions.

- Communications between school and f.ornrnumty are also
stramed dun in part to decreasesin achievement by students, and in
part to the emergenr.e of parent and communily pressure groups
-that are demanding a say in what children are taught. In addition,

. the increase in “investigative” reporting by the media has
undermined the public’s confidence 1n educational managers,

because it has become stylish to think that there » always
something hidden or corrupt.
" Redfem offers several general suggestions for alleviating these

- communication breakdowns For example, he recommends that
schoot systems be structured to fulfill the psychological needs of

thelr members. Some of these needs are a sense that management

. Cares about workers” ideas, @ sense that workers are having an

impact on the organization, and a feeling that the organization has
“integrity.” Many of these needs, says Redfern, are not currently
satisfied, resulting in alienation. c¢ymcism, and decreased
confidence,

School systems can take a step toward mce(mg some ot these
needs, <lates Redfern,” bytincreasmg the "upward flow of
information * Presently, if an idea or suggestion 15 to survive on the
way “up,” every administrator on the way must say "ves.” When

_ideas are, blocked, however, individualy “conclude that the
organizafion and its managers do not care what they think

subtle behavior.
Central Office Communication.” NASSP Bulletin, 61,

405 Uanuary 1977), pp. 37-43. E) 158 815.

The traditional, hierarchical model of school-system
organization may be responsible for communication problems
within the system. Rogus and Matczynski believe that this type of
organization does not satisfy members’ “higher needs.” needs that

are satisfied by shared decision-making and involvement in the .

development of the organization. If satisfaction at this "motivation
level” 15 not achieved, workers are likely to express frustration at
lower levels by organizing and demanding job security, fringe
benefits, and other tangibles. On the other hand. satisiaction of
these higher needs "has been shown to relate significantly to
improved employee performance.”

Part of the trouble with the hierarchical system is its pyramidal
structure, with different levels connoting superiorinferior
relationships. Ancther problem is the “rule” of the hierarchical
game that problems are “symptoms of weakness and weak people
never move up the pyramid.” The result of these problems is the
“isolated principal” —inhibited in vertical communications with the
central office and in horizontal communications with his peers.

As one means of implementing change in this kind of system, the

authors encourage adoptinn of team management concepts. Team . .

meetings would provide opportunities for greater communication

Rogus, Joseph, and Matczynski, Thomas. "Principal-
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34 between the central office and prncipals. while the inclusion of

principals in decision-making would engender feelings of belonging
and contributing to the organization.

The authors also suggest that principals meet together regularly
. in support groups of eight to ten to identify and discuss problems in
an attempt to relieve_honzontal isolation. Most important.
however, is thew recommendation thal everyone in the school
herarchy make a conscious effort to change the attitudinal sets
that hold the hierarchy intact.

@ Schott, James L. “The Practitioners Guide to

Research Communications. The Prncipal and
Students.” NASSP Bulletin, 57, 377 (December 1973},
pp. 86-90. E] 090 447.

The principal should be fully aware of the factors that influence
the quality of his or her communication with students Schott here

- describes a study of the relationships between a number of student

attributes and the quality of commumication between student and
ptincipal as perceived by the students. r

*

communication dimensions High social status students. however,
while considering the communications ¢limate better than any
other student soclal class, also perceived a very ISw opportunity for
mput. while middle-class students perceived the -highest
opportunity. - -

The most interesting finding was that most students percewed .
thewr opportunity for input as far better than either the general
chmate for communications o their level of being iriformed. - This
finding, suggests Schott, ”mlghl reflect a general attitude of student
skepticlsm relative to the aclual impact they might have upon their
school life.”

One' of the key implications of this study. says Schott, is “the
need for each principal to assess the status of principal-student
communications within his building * Being aware of the variables
in the communications process is a first step toward understandlng
students and their perceptions.

@ﬂ Taylor, Richard L. The Communication Structure of a
Large Urban Secondary School.“1971. 22 pages. ED
Tt 123810,

A Purdue University researcher conducted the study in a large
urban high school with 2 wide range of social status levels and a
black population of 11 percent. The attnibutes unger investigation
were race, grade index, curriculum, sex. aLtiities index. and social

. status. A thirfyatem questionnaire was used Jlo measure student

perceptions of three commumication dimensions. the climate for
student-prncipal communications. the opportunity for
communication input. and how well students were kept informed

Not surprisingly. the study revealed that white students, female
students, and students with a high involvement 1 actwities all
percewved better communications n all categories than did thew
counterparts.

The findings concerning the effects of the students’ social status
were particularly interesting. As might be expected, students lowest
on the social position scale were less satisfied. with all three

.

Tavlor describes a method he used to determine the communica-
tion characteristics of Rainier Beach High Schoo! in Seattle,
Washington, where he is principal. He then discusses the general
applicability of this method to other’ orgamzataons

The method Taylor used assumes that orgamzat:onal structure
can be characterizéd “in tenms ‘of communication events which
connect pairs of individuals.” When all these “unils” of connection
are determined, rommunication Structure for the whole
organization can be mapped and studied. Thus Tavior's main data-
gathering tool was a simple questionnaire that wasdistributedto all ,
staff, asking each to check off the frequency, subject matter, and
importance of their contact with avery other staff membaer over a
given period of time.

The data so cbtained were subjeéted to statistical analysis ],9
determine the structure of the communications network, including
the number and identity of “key communicators” and “isolates.”*

_ Since the questionnaire was administered three times covering a |

two-year data period. changes in the quantity and subject matter of
conversation could be detected, as well as changes in.the network
itself, For example. Taylor traced an increase in staff discussion
about the school’s participation in a model schools project to the
response to workshops on the subject. -

Taylor applied statistical methods developed by several
organizational theorists, He describes these methods in some detail
and provides a sample questionnaire. The c gsts of administering the
questionnaire and analyzing the data. says Tavlor. are nominal, He
recommehds use of the method whenever it is of value to know the
communication structure of an organization,

Valentine, Jerry W.; Tate, Bradiord L; Seagren, Alan
T; and Lammel, Jjohn A. “Administrative Verbal
Behavior: What You Say Does Make a Difference.”
NASSP Bulletin, 59, 395 {December 1975). Pp. 67-74
EJ 135 571, -~
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. There is a significant relationslup between ;rhat an adminstrator
says and the "clmate" or."tone”’ of the administrator s school The
authors heré discuss the results of a study in which the specific
verbal behaviors of high school principals were ‘comelated with

_ -different perceptions of the school by teachers, parents, and
* students. L

.

The study revealed that “each administrator was consistently

sdirect’ or “indirect” in the verbal béhawviors he utilized * Darect

behavior includes direction-gving. emphasizing mawy, points,
statements of decision, and cnticism. while indirect behavior refers

" to the expression and acceptance of feeling. opinions, and values

and the use of humor. _ .

Surprisingly, the study showed that “the more dwect the
principal, the more positive the attitudes of teachers, students, and
parens” toward the school For example, in schools where the
pnm:tpals were more direct. “the students perceived the schools as
having an atmosphere where members of the organization assisted
each other, provided useful ‘services, and stressed group-centered
social activities” At the same time. the pnncipal’s dwect verbal
behavior provoked feelings of constrant on personal development
In other words, direct verbal behavior stimulated perceptions of a
"group-centered, goal-oriented organization. but at the expense of
perceptions of individual growth,

In contrast, indirect verbal behawior ¢reated an atmosphere of
self-development. Increased expression and acceptance of opimons
#nd values by the principal shmulated perceptions of a flexible
organization that cared about individuals. Concomitantly, students
perceived the school ‘as having “littte emphasis on achievement,
hard wotk, and commitment to the goals of the school.”

" The authorz make no judgment as to which kind of verbal
behavior is better, but leave it to the administrator to decide the
kind of environment preferred for his or her organization and then
adjust verbal behavior accordingly. .

>

Zeigler, L. Harmon; Wilson, L. A. #; and Tucker,
Harvey ). ”Administrative Representation.” Eugene,
Oregon: Center for Educational Policy and
Management, University of Oregon. 1976. Paper
presented at the American Educational Research
Association annual meeting, San Francisco, March
' 1976. 21 pages. EP 132 675, ~

Ideally, the school board alone receives and acts on constituent
requests. In reality, however, the superintendent and administrative
staff also act as conduits for public reQuests. This i5 what the
authors call “administrative representation.”

In an earlier paper. the authors examined formal communica:
tions with the public (school board meetings) in eleven school
districts. In this paper, they analyze the informal communications
in three of these districts. They recorded, ”in weekly sessions, all
informal constituent communication with school board members,
the superintendent, and (where possible or apptoprlatel the central
office staff.” = .

In all three districts, informal commumcatlonwas_ dominated by

o

—

.nddeIS {unaffibiated indwiduals and parents} ralher than gﬁoups
{civic groups and special mterest groups). In two of ‘the three
dlsmcts, indwiduals tended to he sefective in thew communication:
parents took their concems primarily to the superintendent or
administration, while nonparents tended to communicate more
with school boards. ,

In Contrast to their findings on formal communicatlons, the
authors found that informal commurications were largely
composed of “demands’ (requests for decisions) rather than simple
requests for information. They point out the potential for adminis-

strative representation, or misrepresentation. by noting that in two
of the three districts administrators received as many or more
demands than did the board. Clearly. they state, “the superintend:
ent 15 regarded as substantially"more than a neutral administrator.”
it was al so found that most communications from constituents to
. supenntendents .and boards were supportlve in nature, while
administrative s§affs took the brunt of dissent. In other words,
constituents communicated most when they felt that the
superintendent or board would be i inagreement with their position.

The extent to which boards and administrators were persuaded
by communications varied with the district and the administrator
mnvolved. Some superintendents considered themselves
invulnerable to persuasion and acted nearly so. Others were much
more responsive to persuasion. In all districts, supporllve
tommunications were more influential,

The authors include in this clearly written repott seven tables to

ilfustrate their findings. -
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Commumty
Schools .
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@ é} . American Associatior, of School Administrators. New
Forms for Community Education. WashmglOn, D.C.
1974, 92 pages. E[) 093 038. -

Altholigh “community school” has, in the past, frequently beén
confused with “cormmunity education.” the two are not
synonymous. The community school is only one of the resources -
that the “comprehensive community service center” draws on. For
example, the John F. Kennedy School and Community Center in
‘Atlanta, Georgia, a large. multipurpose community education
facility,” houses not only a middle school but such community ,
service agencies as the YWCA, the Social Securigv Administration,
the employment office, and legal aid, to name only. a few. Other-
community education centers are described in this book. complete
with ictures and architectural plans.

The emphasis in this attractively des:gned volume is on facilities
for community education.” But its authors view facilities—
buildings and grounds—as -representative of the evolving com- ™
munity education ¢oncept. a concept that has increasingly

*expanided from the simple notion of public community school into
the more complex notion of total community service. The modern
community educallon facility "is a multiuse facility” that *serves a
different array ‘- tunctions in different communities.” .

The combination of the general and the specific in this volurne
“makes it a valuable contribution fo the literature on community
schools and commiunity educalnon -

@5 Beridge, Robert |.; Statk, Stephen L; and West,
' Philip T, Training the Community Educator: A Case-
Study Approach. Midland, Michigan: Pendell
- Publishing Company, 1977. 150 pages. ED 133 846.

“Before a grandiose plan can be wholeheartedly addressed,
community educators must be equipped to resolve a myriad of °
contemporary problems.” Berridge, Stark, and West have setout
to advise their readers of some of these problems through a col
lection of twenty-four case studies based on ten years of com~
bmed field experiences. .

‘The case studies cover -dight topical areas: community
awareness planning and implementing, staffing. coordinating .
community efforts, developing policies and procedures, financ
ing. exercising leadership, and reevaluation. Each case provides
a fictionalized accoupt of the kinds of interactions and
responses.that accompany efforts in all these areas’ Questions
and suggested "aclivities” at the end of ezch case are designed
.Of use in training those concermed with the practical problems
of all phases of community education.

For example, three cases in chapter 1, “Creating Community,
Awareness.” trace the trustrations of a young teacher assigned
by hus superintendent to drum up support for community educa—
tion among local citizens. Questions following the three cases ™
engage the reader in in attempt to discover what the young
teacher was doing right as well as what he was doing wrong at
each stage of his approach. ”Attivities” include role playing the
teacher in a variety of related situations. .
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An extensive listof suggested annotated readings provides ad-

* ditional cources for students and practitioners of community
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education in each of the eight topical areas
{"Community Education”} Manhattan: College of
Education, Kansas State Umiversity. Educatronal
_ Considerations, 2, 2 (Winter 1974), entire issue 20
pages. tD 105 548,

The six articles of this special issue provide an overview of the
philosophy and history of community education, as well as some
views regarding its futufe. Jack Minzey's article, “Community
Education: Where We've Been, Where We're Going,” examines the

" evolution of the community education concebt and notes an

important distinction of the 1970 version from these of the 19405
"and 50s. i1 the 1970s, Minzey writes, “instead of being an "add on’
program, it is the conceptual base for which schools exist’”” As a
tesult, schools are more committed to their responsibilities in the
community, rather than just lolerant of old commuml‘f education
programs.

Minzey remarks that while some educators feel dismayed and
even threatened by the rise of community education, its impact has
been very impressive Statistics show that over seven hundred
communities now have community education programs, sixty-one
universities have community education centers. and sixstateshave
begun to offer legislative suppert for commumty education
development.

Two articles examine the mplications of the 1974 federal
‘legislation that granted financial support to community education
on the national level. Leroy Watt looks ito the appeal of
community education and the reasons the concept 1s ganing
national acceptan-  while Clyde LeTarte regards the new federdl
funding a< a mixed blessing. LeTarte cites the necessty for

. guaranteeing that the quantity and quality of newly tramned

community educ ators be carefully balanced and that the pnnciples
of community education not be misapplied in a rush toward
implementation of ‘community education programs across the
nation. -
Other. articles look at commurnity apathy and assessment of
community education programs.

97

This useful issue includes eleven articles by authonties on
community education, covering many topics from the need for a
conceptual framework to practical applications of a community
education program. The articles concerned with the more
theorstical aspects of community education provide a worthwhile
introduction to its principles and goals. For those already familiar
with the concept of community education, the most useful articles

are likely to be those reviewing vari .us aspects and models of
atready existing community education programs, lhElf SUCCesses
‘and failures,

T

“Community Education: Exploring the Concept, lts

(November 1975}, entire issue.

N

-

"

. Potential as Panacea.”” NASSP Bulletin, 59, 394.

An article on “"Admumistrative Alternatives” provides three case 37
studies of existing programs. The fi.st two explore "various |
cooperative arangements mutually beneficial to several agencies”

in which the public school is the administering agency, while the
third case study explores the pros and cons of having nonprofit
orgamzations administer the program. An article on the,evening
portion of the community school offers helpful suggestions for the
implementation of programs in four areas: social services, cgsmlwe
skills, technical skills, and leistire-time services.

Other articles discyss the need for increased interaction between
schooi and comp.unity, the role of principals and community
coordinators in bringing about that interaction, and potential short-
and long-term benefits {for example, decline in vandalism,
reduction of the number of dropouts) to be gained from a
comprehensive community education program. A "Feature”
section at the end of this issue includes reviews of two books on

comrhunity educalion., -
Community fducation Journal, 3, 1 (January 1973),

@8
O
pp. 55-56, 61. ) 070 334,

*The most important of many lasks of the Commumty School
Director 1 to organize the various constituencies in his
communtty.” Ellis and Sperling see organization as the means of
reintegrating often disillusioned and alienated people back into the
structure of the community. The key to this reintegtation is power
which can be, according to these authors, "a humanizing force.”

The community-school director, through his organizing abilities,
can channel the energy of community members into the
constructive exercise of power—"an aspect of human potential,”
not ""a social force which has a finite guality.” Their assertion that
"lack of power corrupts and absolute iack of power corrupts
absolutely” offers an interesting context in which to view the role of
the commun Ry school director.

99

Ellis, Peter, and Sperling, John. "The Role of
Co imunity School Director as Organizer.”

Hiemstea, Roger. The Edutative Community. Linking
the Community, School, and Famify. The Professional
Education Series. lincoln, Nebraska: Professional
Educators Publications, Inc., 1972, 116 pages. ED078.
575.

According to Hiemstra, the schools are simply one component of
the entire community—one of “those social units performing
societal functions” that, when combined, “serve the needs of a
given public.” Therefore, this author argues, “the school can no
longer afford to reman autonomous or separate from other
community institttions, many of which also have educational
functions.”

The cancerted efforts of all commumty mst:lutlons lead to the
reahization of the "educative community” in which education is
central and integrated into all facets of life—including decision-
making. Hiemstra argues for decentrahzed educational decision-
making, which demands that the educational structtire of the

T
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community {not just its schools) serve the interests and needs of

community members, rather than fulfill "some general set of

requirements established at a centralized level "

The community school is, of course, an important element in
creating the educative community |ts “ultimate goal,” according
to Hiemstra, is “to influence the community toward constructive
change by assisting community residents to solve vanous problems
basic to community living.” °

The striking thing about Hiemstra’s argument is its emphasis on
decentralization—an emphasis he makes explicit, unlike some
proponents of community education The basic unit for problem:-

" solving and for curing societal ills is the communily, not the state or

the nation. And community education is the means of

accomplishing these goals, according to Hiemstra.

-

Pointing out that the idea of making full use of community
educational resources all year round is not new, mMcCloskey
notes that this combination of the community education con-
cept and the ;earround school concept is more relevant now in

view of “our present-day need for using all available resources.””

These two concepts together can provide not only the more

economically efficient utilization of resources such as facilities,

but the fuller realization of human potentnal within the com--

munity as well. -

McCloskey presentssome of the major year-round school
“patterns” and shows how these patterns may be incorporated
into the community school. He also defines and analyzes some
of the major administrative tasks involved in planning and im-
plementing a year-round community school. -

Kerensky, Vasil M., and Melby, Ernest O. Educa-
tion If - The Sacial Imperative. Midland, Michigan.
Pendell Publishing Company. 1971, 191 pages. ED

069 834, .

Molloy, Larry. Community/School: Sharing the Space
and the Action. A Report. New, York: Educational
Facilities Labo- atories, Inc., 1973. 98 pages. ED 084
643, . /-

10

The philosophical assumptions and attitudes underlying the
community education movement are articulately presented in
this examination of the failure of Amenican educ ation. Kerensky
and Melby assume, hike all community education advocates,
that education is (he solution to social disintegration. Although
they share this belief with mdre tradittonal educators. they

_ heligve that the solutions education hastooffer canbe achieved

only if the concept of education 1s expanded. A child’s educa-
tion hardly ceases when he leaves the school building, it 15 con-
tinued throughout his life in the community Therefore, the com-
munity must be completely involved in education, they argue
Kerensky and Melby maintain that “we are entering a new
phase in the history of the human condition.” which they call
“Mankind 1l To meet the demands for “new qualities and

" characteristjcs,” itis imperative that a “learning society” evolve

from the “education-centered community.”

In order to educate all children, even those previo..sly con-
sidered “disadvantaged” or “uneducable.” schools must be
freed from the bureaucratic constramnts of central control and
allowed to direcly serve thewr communities Only then can
education impart to community members a sense of their own
value and well-being, qualities that Kerensky and Melby con-
sider essential for a “learning society.”

these two authors are, judging from their book, confirmed op-

timists. They beheve that, while the achievement of “the-

Amencan dream” 1s currently an impossibihty for many chil-
dren, it can become a reality, just as true community education,
the means of achieving the "dream,” ¢an become a reahty «

n@n McCloskey, Gordon. Year-Round Community
Schools: A Framework for Administrative Leader-

ship. Washingtun, D C + Americap Association of
School Administrators, {1973). 63 pages. £ED 079
838.

In hys examination of the role of sh/ared facilities in community -

_education, Molloy “draws a distinction between the community
‘school and “communtty/schoo).” In the latter “the entire building is
operated for the benefit of peaple of all ages in the community and
is paid for and operated by.educational and other public service
agencies.” in other words, the distinction between the co mumly
and the school is dissolved undef pMolloy's definition.

This union of schogl and community can, according to Molloy,

“make significant differences in the economy and productivity of .

local services” of all kinds. On this concept he bases his analysis of
the planniqg. administration, architecture,” and legal aspects of
community/schools.

. tolloy's book is well written fnd interestingly illustrated. |
Passantino, Richard ). ‘Community/School Facilities:
The Schoothouse of the Future.” Phi Delta Kappan,

56, 5 (January 1975). pp. 306-9. E§ 109 237,

Obsew!ng that "pastcivilizations educated their youth within lhe
community-atlarge in nonspecialized environments,” Passantmo
exarflines the progress of the community education movement
toward eliminating the isolation ¢f-education from the community.

He briefly chronicles the movement from 1935 to the present,
identifying three generations of the comenunity school principle.
His examples include such projects as the Williams Community

*. Center in Flint, Michigan, the Whitmer Center in Pontiac, Michigan,”

and the J. F Kennedy School and Community Center in Atlanta,
Ceorgia. These projects demonstrate Passantinc’s premise that
education js on jts way to becoming increasingly integrated into the
hig,of the community, from the earlier involvement with recreation
and‘the arts to more recent involvement in health and social
services. The Whitmer Center, an example of the third g@nerallon of
COmmunlly schools- comprises *'a pattern of spaces under one

roof” that Clealswnlh "social and medncal support services aswelkas
gducational and recreational services.”

13




Following his look at the Dast, Passantino speculates on what the
next generation of community schools will be like. Examples range
from a proposed community school in farva, Sweden, where
"school planning is conceptually woven into housing, recreation,
and social patterns” to the Roosevelt sland Development in New
York's East River. Of these most recently planned projects
Passantino writes: “our isolated approaches to problem solving
have cut deeply into the quality of our lifestyle, and such
advenfures into total compsehensive design rather than our present
nucfear planmng patterns must become our norm.”

Passantino’s lucid and interesting text combines with useful
diagrams-and drawlngs of the Willams, Whitmer, and Kennedy
community school centers,

71 Ringers, Joseph, }r. “The Economics of
IL @@ Community/Schools.” American School & University,
- 49, 6 (April 1977}, pp. 60, 62. 64. £] 157 034,

Ringers addresses himself principally to alternative uses ol
surplus school space created by current trends toward declining
and shifting enrollment. Since “space users tend to expand into
every available inch,”, the first step, Ringers says. is to determine
what sp>ce is available. Once POtential space has been identified,
civic groups, school staff, and patrons of the community should be
informed of its'avail ability. The proposed alternative use of space, if
acceptablé, nay then require a permit from the zoning board
Should alterations be necessary to convert school space into other
useful community purposes, federal ald from HUD's Community
_ Development Grants may be obtained.

One essential element of the successful use of space is sharing.
Many schools have kitchens as well equipped as restaurants, yet
_ these facilities are often used only for the preparation of five meals

-

a week. Ringers suggests that the community would be better
served 1if these kitchen facilities were utilized more fully. for
example, to provide meals for the elderly. “If the seniors dine at
school, they may stay to provide voluntary services to the school
progtam.”

School buses and other schoel facilities might be utilized on a

similar basis. Ringers notes that rental of school space can bring |

increased revenue and support from a broader base of the
community. Means of generating revenue incude permission for
adults to enroll in underenrolled classes and cooperation with
community colleges to eliminate duplication of course offerings.

Program grants are cureently available through centers for
community education development in fortysix of fifty states and
through the federal Community Schools Act. Ringers gbserves that
making the best possible use of available space requires the time
and energy of a dedicated person, either “an existing manager who
expands hisher responsibilities, or a person trained and employed
as & community director. . . to find new sources of funds and other
support for the programs involved.”

ﬂ @ 5 Robbins, Wayne R., and Whitaker, Donald. A Guide

for Community School Advisory Councils. San Diego,”

California: Center for Community Education, San

- Diego County Depariment of Education. 1975. 94
pages, ED 106 926,

The role of an advisory council in a community school is to serve
the director as “advisors, not operators . . . idea givers, not policy
makers; new direction givers. not necessanly bac kers of the status.
Quo.”

Robbins and Whitaker have designed their guide specifically for*
the practical problems of community school directors and advisory
council members ” as they work together to develop a community
school ” They offer practical advice for the building of a working
relationship, including exercises devoted to the role of the
community director, planning and promotion of programs,
recruitment.and certification of staff. and role identification of
director and council.

Robbins and Whitaker recommend a step-by-step procedure for
implementation of the community school and give suggestions for
maintaining interes. among advisory council members once the
program has begun. Supplemental information incudes a brief
philosophical statement asserting a rather modest conception of
community education and ap annotated bibliography of books,
materials, monographs. and films available through the San Diego
County Center for Community Education.

Community schools are envisioned as "an integral part of
community life . . . the institution through which people can most
effectively solve identified community problems, including, but not
limited to, the problem of providing efiective K-12 instruction.”
Appendixes provide. among other items. samples of a job
description for @ community school director.and a cﬁ[eclor of
community education, as well as proposed advisory council bylaws
and a model set of goals and obiectives for a community school.
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Schofield, Dee. Community Schools. NAESP School
Leadership Digest Series, Number Four. ERIC/CEM
Research Analysis Series, Number Six. Washington,
D.C.;. and Eugene: National Association of
Elementary_School Principals; and ERIC
Clearinghouse on Educational Management,
University of Oregon, 1974. 48 pages. ED 094 447,

The gap that exists between what goes on in the schools and the
world outside remains the central philosophical and practical
problem facing education today” Unification of “school” and
“outside” ¢an be accomplished, according to Schofield, through a
good community education program.

Education should be available to all members of society
regardless of age. social position, or educational background. In
fact the educational system and the community as awhole should
exist .to promote continung education and improvement 1in the
quality of people’s lives.

Community educaton as the concept and community schools as
the vehicle can put this all imto practice.

“The community edusation 1deal has, perhaps, come closett to
realization in the area of facihities,” Schofield notas Since surplus
space costs money. the shared use of existing buildings and
construction of large. multipurpose centers pay off in the fong run

Financing should be based on the traditional sources. taxation,
tuition and fees, fines and forfeitures, and gifts, with federal support
playing a minor role. Local funding through contnbutions and use
of volunteers promote greater community involvement, one of the
main purposes of community education.

10

Decentralization of decision-making, according to Schofield, will *

integrate more people into the administrative process The role of
the community school coordinator then becomes one of
transforming innovative theory oto concrete practice. The
coordinator must.be movre in touch with the immediate community
than many school administrators presentlysare

Besides the coordinator and a competent staff, an advisory

_council is “absolutely essential” to successiul implementation of
the community education concept.

The program of the community school depends on the needs and
desires of the indwidual community Each community must work
out its own curriculum and stnve to meet people’s basic hie needs

Since these needs affect all people at all times, the gap between
what transpieas in the schools and the outside world will be closed.
H. @ Seay, Maurice F., and others Community Education:

; A Developing Concept. 1974 424 pages ED 095612

“Community education 15 the process that achieves a balance
and a use of all institutional forces n the education of the
people—all of the people —of the cnmmunity,” according to Seay,
a longtime proponent of community education He acknowledges
that “because of its all-inclusive nature,* community education is

. difficult to define. But he argues that it must he consdered a more

. complex, comprehensive concept than the commumty school,

which is frequently just an extension of already-existing public
school programs. )
This volume is intended to show just how comprehensive Seay’s
vision of community education is. Chapters deal with the
institutions and agencies that can contribute. to community
education (including almost every kind.of sacial organizatidi-fro
YMCA to the US, Amy, according to Seay) leadership and-
leadership training in community education, accountability and -
evaluation, public communication, counseling and special
education. and the roles of community colleges and universities in
community education. A bibliography of other sources is also

-
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To accomplish the coordination of “all institutional forces” frr
community education, Seay states that a plan must be followed by-
an organization with the authority to “promote comprehensive
programs of education.” This organization is to derive its power
"cirectly. from the people of the entire community,” which Seay
defines as a local geographic area. Although he does not use the ~
term s “political power” or “local control,” he seems to implicitly
endorse these concepts as the means of achieving true community
education. .

ﬂ @8 Stufflebeam, Daniel L. “Evaluation as a Community -
©) Edusation Process ” Community Education Journal,

5, 2 (MarchfApril 1975), pp. 7-12, 19, E] 112 448,

“Community education suffers from a lack of independent,
dependable feedback: and communities may not be benefiting as
much as they should be from their investments” in it, according t6- -~
Stufflebeam This expert on educational evaluation assertsthat any
community education program “absolutely requires a . well-
functioning formahized evaluation system” that provides “a
detached and independent perspective” and a thorough technology
that ylelds reliable data. T~ Yo

Formal evaluation is necessary to providp information for
deciston-making and accountability Stufflehear‘; recommends the
use of both formative evaluation, which provides information to

.y |
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decision-makers beforé they make decisions, and summative
evaluation, which tellé consumers as well as taxpayers how well a
program has worked. «

Stufflebeam outlines what he calls “a sound cOnceptual
framework” for community education evaluation His framework
provides a deflnit(on of evaluation (it is the act of determining
“merit”), the obpec,ts of evalisation, its uses, the specific variables to
be evaluated, the data-gathering process. who should evaluate the
community education program (both mnsiders and outsldersl and
how the evaluation itself should be judged.

This article is the best of twenty articles on community education
evaluation in the March-April 1975 jssue of the Communily
Education Journal.

Weischadle, David E. “Planning for Community.
Education.” Paper presented at Communitg Educa-
tion Institute, Upper Montclair, New Jersey, Tune
1974. 10 pages. ED 098 712

If comniunity education 1s to be trul;; community-onented. then
the schools must involve the community “insetting goals. designing
according to

programs, and conducting these programs,”
Weischadle.

This author conceives of the community education planning
process as a system—"a set of interrelated steps that are sequential
and unifying.” This planming system must also be cychcal..flexible,
and keved to fluctuations in_budget. Members of the community
should be involved in all stages of planning, which include

* assessmeént, goal setting, program design, budget development, and
implementation.

To begin the planning process. Weischadle suggests that a study

“of the community conducted by the community can“yield the

. necessary data for assessment. The community should also be

included in the goal setting and program design stages in order to
“gain support and consensus.” However, he cautions that these

strategies should not be used “frivolously for public relations.” The’

decisions made. by the community must be backed up by “a firm
public commitment to act upon goal development” by school

". leaders and administrators,

.

.He also ¢autions against allowing community expectations to
soar unrealistically to the point “where the community believes
every suggestion will be funded.” The public must be apprised of
limited financial resources. a goal that can be accomplished by
involving community members in budget development. F‘inal[y the
community must be included in theongomg implementation of the
programs it helps to creaté.

Weischadie asserts that the community can be trusted to make

sound decisions regardling its own educational programs. Such trust
is necessary if community education is to.work .
ﬂﬂ (i) Wood, Erica F. “An Identification and Analysis of the
Legal Environment for Commumity Education.”
Journal of Law and Education, 3, 1(January 1974), pp

1-31,E) 092626 \

Accordmng to this excellent analyss, the law alone cannot create
community éducation. But it does provide one of the frameworks in
which community education proponents must work.

Wood states that “the points of contact between the legal world
and the emergent world of community education have been both
positive and negative.” On the positive side, state legislation
encouraging the creation of community schools has been passed in .

at least eleven states. and judicial rulings on the use of school

property for community education purposes have “generally been
liberal.” On the negative side, most state constitutions and codas
still define “school” and “student” in very narow terms, making it
difficult for community education advocates to expand
educational services for adults. for example. Wood also points out
that community education i,s frequently regarded (ir. .2.e law) as “an
add-on” program—"an extra frill rather than as a fundamental
redefinition of education.”

Wood analyzes the legal bases for financial support of com-
munity education programs (including the somewhat: “uncoor-
dinated” sources of federal funding), citizen participation in
community education (including decentralization and. community
control). intralocal cooperation (which necessitates the power to
contract). and racial integratiop and commurity education.

She concludes that community education “possesses the
potential for creating a whole pew dimension of public education
law, one which will bind the school closer to the community.”
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ﬂ ﬂ,ﬂ, Acheson, Keith A, "Developing Compeatency-Based
Graduation Requirements: Tips and Guidelines for - -
School Districts.” Thrust for Educational Leadership, .
2 (November 1975), pp. 10-12. E) 137 181.

Acheson draws on .his" experience as a consultant to several -
California and Oregon districts to provide practical guidelines for
the development of competency-based graduation requirements,
His advice is suggestive and specific, but it is somewhat dated, .
appearing before some crucial problems of competency—baséd e
education [CBE) development were realized in expenen
Educators should fead him in the context of Iater analyses of CBE

development. | - .

in .Pa%chewn recommends a committee of representative .
district staff as the best means of identifying new graduation
competencies. jt may not be tl}e;ost efficient means, he notes; but
genuine staff involvement is ‘crucial to program acceptance and
success. If the cornrmttee/ls a large one, it can bé divided into
smaller opes organized around specific subject areas.
Representatives from different subject areas can help the
committees maintain their perspective as they identify
competencies.

Philosophical debates may sidetrack committee work.
Experienced leadership will need to demonstrate procedures that .
cag accomplish the task and keep members working at a practical
level. Leaders will also need to provide variety and feedback to
keep members stimulated. » '

One helpful suggestion governs the writing -of competency
statements. Beginning with a proposed idea, he writes, each
committee member should develop a working statement of the
competency. The committee should then pool the different efforrts
and seek agreement on a single clear statement that svnthesmes all
versions. Only after it determines the wording of the competency
shoiild it decide to accept, change, or reject it. The group should
find that clearly worded and commonty understood statements \.\.rlllr
ease decision-making.

» The new competencies, Acheson concludes, will need to be *°
linked to instruction. The assignment of instructional responsibility

for the competengies may reshape curriculum organization and
departmental structure as it suggests new courses am! leaming
opportumues

ﬂ,ﬂ, Bowers, C A. "Emergent ideologlcal Character’ stics
“of Edizcational Policy.” Teachers College Record, 79, -
1 (September 1977), pp. 33:54, £) 170 713.

Much of the most telling criticism of CBE comes from educators
outside the realm of CBE and its practical concems. Rather than
pragmatically considering the spécific” prpblems of CBE ’
implementation and practice, it instead digs deeper and questions
the fundamental assumptions upon’ which CBE rests. A good
example of such criticism is Bowers’ analysis of our emergent -
technocratic ideclogy. which informs and shapes our everyday
vision of reality, and this ideology’s corruptive presence in CBE ami
two other educational reforms. His work is difficult and technical,




* butit provides a demystifyi

’

insight into what we are apt to accept
as given and natural, i
e Accordmg t0 Bowers, ou lechnocranc ideclogy or world view,
rooted in Comtian logical positivism, integrates science,
technology, bureaucracy. It structures Our COnsCIOUsNEss O
view realjty in terms ©f | mechanical production, quantihable
measurerhent, and technological problem-solving, which considers
only expertise and means and denies issues of vatues. This thinking
deceptively restricts our consciousness with political results: it
grants present values the status of objectivity and produces a
passive acceptance of the present sociceconomic order

Bowers examines the language of behavior modification. career
education, and CBE and demonstrates how each carries the
technocratic ideology and socializes students into its mold. CBE, for
Bowaers, 1s the ideology’s most complete expression. It threatens to
transform teaching and leaming into a mechanical process and
create “an encapsulated techiological universe where only
.technological and mahagement problems are real.” It has no
recognition of “the jndividual who experiences existence ag
problematic” and instead reduces the individual to “product” and
“output.” The individual becomes ‘merely a componert of the
s¥stem and his experiences components to be measured in a search

for greater system efficiency.
“Educational Science.” School Review, 85. 3 (May

1977)]pp. 376:94. Ef 163 660.

-t a rigorous and eloquent e}sav. Cardner analyzes the
behavidrist traditiop that has come to dominate the theory and
practice of Ameridan education and that appears most forcibly
today as CBE. He proceeds by a close comparison and contrast of
two works representative of the behaorist tradition and its
humanistic challenge, Mager's Preparing fnstructional Oblectives
and Kohl’s 36 Children. In the process, he yunmasks the assumptions
and implications of the former and reveals that the latter has just as

“ much cfaim to [scientific methodology. His essay serves as a
valuable complément to and illustration of Bowers’s analysis of

Gardn&r, teonard. “Humanistic Education and
Beha\{iorai Objectives Opposing Theories “of

- technocratic idenlogy.

Mager’s woik, Gardner demonstrates, presents an impersonal
anct managerial approach to education. Its conception of feedback,
em phasis ofi performance objectives, and method of
decomposition’ serve to 1ock the leamer into “a defined,
determinate, preconstructed environment—the world ol the
program—in which his choices are severely limited ” Its method
also radically; separates methods of instruction and leaming
*.content. :

Kohl’s work, in comrasl. reveals a personal apmioach, that

of the progfammer. As Gardner d- -2ribes Kohl's “problematic

" embodies :%s{overy rather than the preconceived and limited order
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, order and

method.” Kohl accepts an initial indeterminate chaos and. attentive
to his students” needs, strives for a defining principle that can create

ity What he discovers is the “necessarily expenentral

.

-

character of ideas and education,” according to which ideas 43

become meaning ful in their relation to one’s experience of living.
This principle integrates both the ends and means of instruction.
Mager's theory provides a mechanical vision that transforms,
indviduals into standardized entities; Kohl's theory provides a vital
vision that responds to the individual’s uniqueness. Both theories,
however, employ systematic methods..They differ not in their
possesston of scientific methodology, but in their “radically,

dil ferent conceptions of science and method.” 1
HH Please Stand Up?” Educational Technofogy, 16, 10
{QOctober 1976) pp. 13415, EJ 148 463,

Gentry highlights a claim that informs most discussions of CBE:
its clarity or rationality, For Gentry, “the really significant

Gentry, Castelle G. “Will the Real Advantage of CBE

"contnbution of CBE is its potential .for rendering our murky

instructional processes visible.” It provides ~a framework in which
teaching strategies and other components” of an instructional
system can be objectively compared, by all those affected.”

Traditional means of identifYing leaming goals and measuring
their achievement, Gentry argues, cannot help but create
ambguity, as they depend heavily on intuitive judgment and what
he terms secondary criteria, such as normative grading and matters
of attendance. But CBE, in marked contrast. calls for precise
objectives, preset levels of mastery, and criterion-referenced
assessment and makes known in advance the criteria for each. Its
explicitness makes for a difference in precision, ¢ “difference
between ‘appearing’ to accomplish a desired leaming outcome and -
‘evidentially’ accomplishing it.”

The precision of CBE, Gentry concludes, rationalizes not only the
instructional process, but also the whele of education. It opensup a
relatively closed system with clear evidence of program needs and
achievement. And in s0 doing. “it makes individual and group
accountabifity for student leaming a practical possibility.”

Orthodoxy.” Educational Technology, 15, 8 (August
1975), pp. 17-20. E) 123 016.- ’ i
In the past few years, Click and his colleagues declare. CBE “has

Glick, I, David; Henning, Mary Jo; and Johnson,
james R. “CBE: How to Prevent a Second

. assumed the characteristics of a movement.” This movement

proposes an alternativelto the wraditional curriculum where content
15 selected by the teacher, where all students leam the key facts and
concepts in the same time Irame, where evaluation of all students is
norm-referenced, ahd where teaching is applied in a uniform
manner to all students. By contrast, in a CBE curriculum content is
sequenced in terms of competencies to be mastered. objectives are
stated n perfoimance terms, evaluation is criterion-referenced, and
teaching vanes according to theneeds of the students. in short, CBE
~promises to restruct » € the educational ptocess,”

To prevent competency-based education from becoming
entrenched like previous educational orthodoxies, Glick proposes a
model lor a schoolwide or districtwide review board. These boards

1
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44 would be composed of teachers who would regularly review

programs for therr effectiveness, make CB policy, share information

with other schools or distnicts. and coordinate programs CBE, by its

very nature, provides many opportunities for internal and external

“Bvalugtion, says Chck In fact, perhaps its greatest wirtue as a

curriculum *is this bulltm potential of self-correction through

feedback.” .
_ Education ™ Review of Educational Research, 44, 4
(Fall 1974} pp 46384 EJ 114 985

The theories of petformance-based educ ation inelude more than
the structure of the curricufum. The concept of behavioral objec-
tives-is being applied to every area of educational concem, from
training building management and distnict personnel to the stating
of objectives for teacher education.

In teacher education especially, much research has sought to
determine if there 15 a correlation between specific teacher skills
and student achievement After analyzing the research that forms
much of the basis for vahdating performance-based teacher
educ ation, Heath and Mielson conclude that “the research on the
relation hetween specfic teacher skills and student achievement
fails to reveal an empincal basis for performancebased teacher
education.” - o )

Heath and Nielson’s conclusions have a greater apphcability
than simply to teacher education For one thing, the research did
not differentiate teaching by content. but assumed there was one
best method to teach all content For another, the researchignored
who was being taught It may ot be possible to presenbe a best
methad for the classroom at all. simce it 1s impossible to “reveal
differences in growth attnbutable to the admmistrative {teaching)
vanables " Likely to be of greater imPortance W student learning
are socral and economic factors of a students homehfe. factors
that designers of competencybased programs m high schools

cannot ighore.*
Programs. Portland. Oregcmq Northwest Regional
£ducational Laboratory, 1977 146 pages £D 147 950

Heath, Robert W., and Nielson, Mark A. “The
Research Basis for Performance-Based Teacher

Lasser, Barbara R., and Olso'n; Allan L. Strategres for
Implementation of Competency Based Education

In thus thorough anddifficult study, Lasser and Olson draw from
the full literature of educational innovation to analyze the issues
and problems of CBE implementation The two wview the
implementation process as a continuum It begins with the
orientation of potential users and proceeds to the decision to adopt
a program. It next demands procedures for plannmg specihic
program charactenstics and reconcaiting the new program with
prevailing orgamzational structures It concludes with monitonng
and evaluating the effectiveness of program implementation
" Their analysis of the major phases of implementation and the
many considerations these entall can be gquite abstract and general,
but it can also be detailed and rich in suggestion

. -
r
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In their discussion of inservice, for stance, the authors emerge
from a review of the literature with several recommendations. Any
inservice program. they note in part. should be based on the
assessment of specific and current staff needs, and staff wiliclearly

need new skills and knowledge as they begin the work of .

implementation. Inservice should intially be intensive and provide

demonstration models, actual practice, and support as it makes use

of a variety of training approaches. Regular ongoing inservice can
enable schools to give developing problems immediate attention

. before they become serious. The authors favor inservice that,

emphaazes the creation of usable classroom materidls. They also
discuss an inservice model that adopts some of the characteristics
of CBE %

This work forms ¢ one of an mvaluable seﬂes of studies produced
by the Northwest Regional Educ ational Laboratory. Together these
well-researched and thoughtful publications present a
comprehensive analysis of CBE in aII its aspects.

H n @ Loser, Ronald, Thoughts on Behavioral Objecmres
© 1974. 6 pages. ED 100 841. o

As a mathematician, Loser argues aganst the basic propositions

of behavioral education that . assert that unless a measurable

change takes place the student has not leamed, and that learming
will be improved 1if course “goals are delineated on a day by day

basis so that both instructor and student know precisely what is,

expected of them.” Such a theory amounts to dogma, Loser argues,
and Iike any dogma 1t truncates learning. One ¢ annot behaviorally
measure qualities hke understandng, enthusiasm, curiosity,
appreciation. motivation. of comamtment. .

The result of behavioral education 15 that important concepts
and 1deas are reduced 1o tnvialities because trvialities are most
easily measured. Loser wonders if behawioral objectives can be
whnitten for any intellectual activities ike art, creative wnting. math,
of any area requINAg assimilation of abstractideas, broad concepts,
cohesion of seemingly disjointed concepts. sensitvity and msight,
technique. and new forms of éxpression. ¢

Loser chides the behaviorists for failing to realize that goals are :

almiost never completely realized, that “hife 1s 1 the striving.” While .

many skills can be taught by behavioral objectives, Loser argues
that many cannot, and that 1t is possible to pursue short-term goals
to the detriment of one’s longterm welfare.
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National School Public Relations Assaciation. The
Competency Challenge: What Schools Are Doing.
Arlington, Virginia: 1978 96 pages. ED number not
vet assigned. ,

The poor performance of high school graduates has alarmed the |

nation and called up reaction The competency movement, shaped
i part by this reaction, compn ses three distinct approaches to the
problem, this Education U.5.AT Specgal Report ponts out. Fhese
approaches are back to basics, mmumal competency testing, and
competenc y-based educahion, Although they overlap. each seeks a
different path to a different end.

5 °
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Attempting to clarify the varied issues of the movement for an
- audience of practitioners. this report gives an overview of its

manifestations, discusses the problems of competency testing, .

examines numerous district programs. and reviews its current trends
“and implications. The report’s journalistic approach sacrifices

analysis and synthegis for readability. but it nonetheless provides a

suggestive and abundantly detailed introduction to the issues and
* practices of the competency movement.

Among the many issues discussed is that of cultural bias in
testing As many minority spokesmen argue. competency tests, like
many standardized tests, are weighted in favor of the expenence of
middle-class children. One authority cited recommends that
dispricts use experts to screen newly dewised tests for cultural
relevance and language validity and imtially pilot test them on a

" group of children. items missed by a large number should be
carefully examined for test bias. As a general rule, he adds,
educators should hold pot only the children. but also the teachers
and schools, accountable for achievement. If schdols are to meet
adequately the needs of thew “atypical” children, he concludes,
they will need to chart indnidual educational plans for each child.

+ Another authority argues that districts should carefuily question
whether their test content reflects the expenence of the
,community, corresponds to the curriculum, and accurately predicts

. adult success.

The report relates the expenence of one distnct in which 8
percent of its white children and 56 percent of its minority children
failed a survival skills competency test. Judging the test “culturally
fair,” “the district formed a task force to find ways to mprove

. minority student performance. It ultimately revised its curriculom

. and policies on cdrriculum materials, strengthened its attendance

polici€s, and set up neighborhood resource centers stafied by .

community futors

2@ Northwest Regional Educational Laboratory,
H Alternative Methodologies for Competency Based

Education: The State-of-the-Art. Portland, Oregon:
1976, 158 pages. ED 14/ 948,

<

This paper reviews the present evolving state of the art of CBE 45
methodology "and discusses in depth alternative methods

applicable to the development and practice of CBE programs. it .

sVstemat:cailv addresses the concerns of CBE’s four, main_
processes: outcome identification, mstruct:on assessment. and
program management.

Although the work moves back and forlh betweea theorv and
practice, its emphasis is on theoretical models that can organize
practice. Developmental and leaming theories receive speaal
attent:on

The discussion of mstruclion under CBE is typical of the paper's
thoroughness. It first describes the basic properties of outcomes-
based instruction, It then discusses seven basic activities and
concerns of teachérs under CBE: definition of méasurable
outcomes, diagnosis of individual needs, selection of teaching
strategies, management of the leaming environment. selection of
assessment procedures, organization of instructional sequences,
and evaluation of instruction. A fuli review of six models for
outcomes-based instruction completes the discussion.

After synthesizing the best of available knowledge. the authors
conclude that much development remains to be-fone. Despite
widespread attention and advocacy. CBE is still immature, The
rhetoric and -theory .of CBE far outstrip its practice, and CBE
methodology presently has more gaps than substantive content.

' Portl and, Oregon: 1978. 560 pages. ED number not
yet assigned.- ’

The Competency Based Education Sourcebook is the single most
valuable reference for seriousinquiry into CBE practice. Serving as
a guide for practitioners. it lists and evaluates resources applicable
to the develapment and operation of CBE programs, It is
comprebensive and it emphasizes utility.

" For each of the four processes of CBE—autcome identification,
instruction. assessment, angd program managemenl —itreviews four
kinds of published and commercially available resources:

references discussing CBE and its processes., probfems, and_
potential; sources providing sample materials (such as competency
lists) from which educators can select: products providing |
guidelings for selecting from available materials; and products

Northwest liesionai Educational 1aboratory,
Competency Based Education Sourcebook. 2d ed,

 providing guidelines for developing materials.

ﬂ, 2 Pipho, Cheis. “Minimal Competency Testing in 1978:
A Look at State Standards.” Phi Delta Kappan, 59, 9
{may 1976), pp. 565-88. €] 177 667.

In a recent assessment of state competency testing action, Pipho
reports that the competency movement has finally arrived jn all
states. As of march 1978, thirty-three states have acted to mandate
proficiency standards for the public schools. The remaining states -
have either legislation pending or state studies under way.

In addition to detaulmg state action, Pipho takes stock of the
movement, discussiﬂg its changes and some emeiging problems. He




46  sums up the activities of the past year by noting that the movement
has mellowed with age. The frenzied pace of 1976 and 1977, he
states, has slowed down, and states are now moving much more
carefully. Action has shifted from policy-making (o
implementation, from legislatures to state departments of
education and local districts. -

The nature of state directives has changed as well. Previous
legislation focused on graduation requirements, but more recent
legiclation mandates testing earlier in elementary schodls and. n
some ¢ ases, several testing checkpomts The movement also shows
more interest in the broader concerns of CBE, giving more emphasis
to remediation and other problems created by proficiency
requirements.

If 15 still too early to tell how well the new competency

, fequirements will work, for implementation dates are far in the
future. But some sevious problems are emerging, Pipho notes, and
these include uneven implementation efforts, lack of financial
support for the new programs, and confusion over the nature of the
fearning goals. “The minimum competency testing movement,”
Pipho judges. “has clearly become an idea fraught with
contradictions and controversy.”

Pipho's article introduces fourteen additional articles on
competency testing and CBE, chosen by Pipho himself, that form a
special issue of the Phi Defta Kappan. The'vared articles address
theoretical issues of the movement. issues of national and state
policy. and the experiences of local districts This coilection,
providing a good summation of the current condition of minimal
competency testing in the nation, js notable for its often cautious
and sometimes critical approach, Some educators still show
enthusiastm, but the evangelical advocacy of minimum standardsof
the past_ years, it seemns. is being replaced by more mature and
skeptical avalysis. .

Schalock, H. D. Alternative Models of Competency

ﬂ 2 3 Based Education. 2d ed Portland, Oregon. Northwest
Regional Educational Laboratory, 1976. 183 pages.
ED 147 951. .

Schalock provides the most comprehensive theoretical study of
CBE and its potential. He places CBE in the context of related
educational developments, surveys a variety of competency-based
programs, scrupulowsly defines it and its parts. discusses its
implications for sc hool organization and operation. and illustrates
in detail jts possible forms. And despite his theoretical approach
and the difficult techmcal language of CBE. his work remains
accessible and grounded in practical concerns.

Allied with Spadly (see below), who co authored a draft Yersion of
this work, Schalock typifies the reform wing of CBE. He fleshes out
CBE’s mechanistic and managenal structure with the demand that
education be more pragmatic in content and responsive to
individuat and community interests and needs. In this vein. he
argues forcibly for life-role competencies. full individualization of
education, and community participation in schooling.

His work is unique for its extensive consideration of possible

\

options and alterative designs for CBE programs. He presents six
basic program models of increasmg complexity and discusses the
developmental tasks, costs. liabilities. and benefits of each model.
The most simple program js a “no frills” basic skills program that
provides only limited mdividualization, minimizes comimunity
involvement, and incorporates only traditional program évaluation *
procedures. The most complex program —the ideal form of CBE—*
15 a life-role program that is fully personalized (providing students
flexibility m time, eaming opportunities, leaming outcomes, and
assessment measures), community-assisted (involving the .
commumity in goalsetting and instruction), and fully data-based,
(incorporating both cost-effectiveness and cost-benefit data).

1y

Schenck, E. Allen. A Guide lo Identifying High School
Graduation Competencies: [ssues and” Examples. .
Portland, Oregon: Northwest Regional Educatipnal
Laboratory, 1978. 144 pages. ED pumber not vet
assigned. '

Educators confused over the nature of the learning goals of CBE
can benefit from Schenck’s Guide, a pragmatic and suggestive -
discussion well illustrated by example. Because of its practicality
and clear. nontechnical prose. it 15 a valuablé complement to the
Northwest Regional Educational Laboratory’s more rigomus
Alternative Methodologies.

An nitial essay considers the crucral questions of outcome
wentification, discusses altemative responses, and draws tentative
conclusions. Consistent with other publications of the Northwest .
Lab, Schenck’s essay favors life-role competencies which describe
students” “ability to apply basic and other school skills in

* commonly encountered situations of evervday life.” - )

A good illustration of Schenck’s work is his discussion of th
desirable specificity of competencies. Very specific competency
statements, he points out, best conimunicate the exact nature of
what students must do and ease the development of assessment
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" measures and instructional activities and materials. But more
general competencies are to be preferred. They allow greater

. . instructiontal flexibility and can better accommodate individual dif-

@t_ences They also require fewer competencies to cover the same

content; fewer competencies aid communication with schoo! board

members, parents, and the public and simplify recordkeeping.
Schenck concludes with a list of competencies developed from

an analysis of competency statements from districts in Oregon and

other states. The seventy-seven-competency statements cover the

. seven content areas of Communication, computation, technology,

health, citizenship, consumer awareness. and career awareness For
each competency statement. Schenck identifies appropriate
‘curncular programs and ‘gives examples of life-role related
performance. His compilation does not attempt to be d-finitive or

-exhaustive, but it offers a generous sampling of typical
“competencies freed from the idiosyncracies of individual district

competency lists.

Spady, William G. “Competency-Based Education. A
Bandwagon in Search of a Definition.” Educational
Researcher. 6,1 Uanuary 1977), pp. 914 £} number
. not yet assigned.

Since Oregon first instituted its new graduation requirements in
1972, numerous states have followed sutt, forming what appears to
be a new wave in American education. But for Spady, thisnew wave
lacks a sound theoretical base and clear direction it seems unified

_only by the common assumption that new standards will satisfy

demands for accountability. States have jumped onto a
competency bandwagon without recogmzing that new standards

. require a reconsideration of school goals and structures.

In response, Spady develops a prescnptive definition and

* theoretical model of CBE that incorporate a fundamental revision
. of .education. His work is d.fficult since it suffers from the overly

precise language of the social sciences, but it 15 essential. Along

. with' the work of Schalock, it provides the most comprehensive «

statement of the progressive reform vision of CBE.

. The nucleus of Spady’s essay is his formal definiion of CBE. As
he argues, CBE is “a data.based, adaptive, performance-oriented set
‘of integrated processes that facilitate, measure, record and certily
within the context of flexible time parameters the demonstration ol
known, explicitly stated, and agreed upon fearning outcomes that

* reflect successful functioning in fife rofes.”

The unique requirement of CBE, Spady continues, is its insistence
that demonstrated competence be the sole basis for student

- advancement and graduation. This insistence on performance

informs all aspects of the educationat system true CBE demands

~_that competency-based instruction. measurement. and certification,
‘be closely ntegrated around specified learning goals & also

govermns program management, for CBE yses perforrnance data to
diagnose weaknesses and prescribe changes in the educational
system itself.

The implications of this vision of CBE are profound As it replaces
time-based with goal-based education, it challenges the traditional

+

presuppositions of education. It questions the mieaning of 47

attendance, the validity of semesters and courses for organizing -

instruction. the meaning of a course, and normative grading.
Issues and Implications.” Educational Researcher, 6,

2 (February 1977), pp. 915. £} 156 147,

Following up Spady's essay of definition, Spady and Mitchel!
expand on Spady’s initial concems and more fully discuss the
implications of CBE for school organization and administration.
The two proceed in part by comparing and contrasting conservative
and progressive approaches.to CBE, arguing that only the latter,
which entails a complete restructuring of schools; can hope to
fulfill its expectations. | .

The gonsewatwe accountability approach to CBE. they point
out, emphasizes more rigid standards as the means for improving
student performance. But it notably fails to consider much else
besides eval uation and certification. It tends to ignore problems of
nstruction, other than to clarify a limited range of traditional

Spady, William G., and Mitchell, . Douglas,
“Competency Based Education: Organizational

. leaming opportunities, and it accepts the current.role structure of

schools, which is marked by a narrowness and irrelevance of
student role expectations.

The progressive reform approach, in contrast, adopts a
comprehensive goal-based vision of education and demands that
more meaningful instfuction accompany its explicit standards.
Drawing from the humanistic critics of education, it calls for the
enrichment of learning opportunities o give students more and
better means of learning and demonstrating life-role cofmpetence.
As it promotes vital paths to new goals. it seeks to ce the
traditional custodial control or role-dominance of students and to
provide instead a goal-centered control, one that uniquely promises
to unite student goal pursuits and role expectations. Only such a
reform approach, leading sfudents to adopt the school’s goals for

_themselves, can truly “mobilize the energies and direct the efforts

of students and teachers - -

1K

Thompson, Sydney. Competency-Based Education:
Theory & Practice. School Management Digest,
Number 9. ERIC/CEM Research Analysis Series,
Number 36. Burlingame, Califomia: Association of
Califomia School Admm:strators, 1977. 52 pages. ED
149 413,

CBE promises everything to everybody. yet it is pioblematnc and,

still largely untested. Educators may wonder just what it is and how
well it can work in practice. Thompson's review attempts to answer
these questions for an audience of school administrators on the
basis of the available literature and intelViews with practitioners.
This work. clearly written and balancing theory agd practice, serves
as a valuable introduction to CBE and its compléxities.

Thompson clarifies the sometimes confusing theory of CBE with

a definition and a discussion of its implications, potential, and
problems. He examines its policy and practice ih three

1]
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46 ' representative programs. the basic skills program of California, the

life-cole program of Oregon. and the career major program of the
Farrfield-Suisun Unified School Dhstnct, Califorma, which calls 1or a

competency-based magor in addition to a core of mimmum skills

The California program is typical of many legislated programs in its
limited_scope .and emphasis on assessment. The Oregon and
Fairfield-Suisun programs come ¢losest to fulfilling the demands of
progressive CBE theoty. The latter s especially notable for its abihity
to require achievement beyond the mimmum and prowide for full
individualization,

Thompson's detaled discussion of CBE implementation s
especially helpful. Program success and failure have hinged on the
process of implementation, he writes; some well-intentioned
districts ‘have created disaster through poorly managed
development, Reviewing the basic tasks of the process, he discusses
alternative approaches, points out some false steps taken by
individual districts, and makes what general and specific
recommendations are possible, Educators stand the best chance for
successful implementation, he argues, if they cultivate staff morale,
start cautiously with alimited number of new outcomes and expand
through model programs, address Sutcomes early in the curricufum,
and link outcomes, instruction, and assessment in newly designed

2 Utz, Robert T., and others, A Comparative Analysis

n of Two Modes of Implementing Competency Based
Instructional Systems.” Paper presented at American
Educational Research Association annual meeting.
Chicago, April 1974, 9 pages. ED 089 468,

In this report, Utz and his associates compare the problems
involved in instituting competencybased instructional programs in
two radically different situations. The first program was instituted in

the Toledo Public Schools and utilized a system of pilot programs in,

selected schools. The second program. instituted in the Toledo
Diocesan Schools, was an immediate, broad-based program
introduced in an entire school system over a period.pf two years.

. In the Toledo Public Schools, a general “change model” was
written that allowed each school to begin work on different areas of
its program. Therefore, not all schools were working on the same
problems at the same time. Once a particular school’s needs were
determined, plans were presented to the building administrators

_“olunteers were selected, given a ten-hour inservice program in

writing and categorizing objectives. criterion-referenced testing,
and individualizing strategies. The various programs were tested.
expanded, and made available on a sroader basis to other
volunteers, e ;
Uiz sent questionnaires to those who'ﬁarticipatedjn the program

A majority of respondents indicated that the materials dided in_
“identifying stucent deficiencies.

In contrast to the pilot programs of the Toledo Public Schools,
the Toledo Diocesan Schools mandated almost immediate change.
The system drew on professional educators from the universities,

. utilized a great deal of fieldtesting. and required a great ‘deal of

inservice time.

Utz draws several conclusions conceming the success of -
implementing competency-based programs, First, participation in
the program 1s enhanced when teachers are presented with CBE as a
system of, organizing and evaluating curticulum, ‘and not as a
method of teaching Teachers are likely. to see this as a change
dictated from above and outside, and they will correspondmgly
resent it.

Second, programs shoulkd bestaffedmllnallv by volunteets Thlrd
programs were most successful when mstructional programs were
presented as resources rather than as completed materials for
presentation. Fourth, teachers in the program should be rewarded
with released time, pay. or graduate credit,
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Dealing with the :
Drug Problem

o

.

ﬂ 2 Arthur, Gary L; Sisson, P. Joe; and Nix, George C. 49

: Three Year Follow:Up Drug Survey of High School
Youth in a Typical Georgia School.” Journal of Drug
Education,s7. 1 {1977), pp. 43-52. E) 154 708.

If the findings from this third in a series of drug surveys are
generalizable to the national high schoal population, there is a ',
“growing disinterest in the drug scene” on the part of students Loty

When comparing these results with surveys taken in 1971.andc - ',

3

1974, the authors found that a greater,percentage of hudgpts fiad e
completed format- .coursemrk o dry &eﬂuca @ri’d*"a' ’
“significantly larger ;lumber*thami‘n “eatlier surveys indicated ;he\' .
would like a coursé in drug education. Nevertheless. the researchérs™ -
noted a decline across all four grade levels in general knowledge
about drugs. There was only one exception to this declme “the
| entire student body answered cortectly 92 per cent of thesitems
pertaining to marijuana.” At the samé time the level of kowledge -+
about marijuana has increased in each survey, knowledge
pettaining to the legality of certain drugs, especially hard drugs, has
declined. .

The actual use of drugs is generally limited to less dangerous or .
legal drugs. Thie substances most frequently used were cigarettes,
alcohol. and marijuana, in that order, Seventynine percent of all
students reported having tried alcohol as compared with 52 percent
for marijuana. Only 3 percent reported being regular users of -
alcohol. while 7 percent reported using marijuana on a daily basis.
Most heartening of all. perhaps, is that of the 1,329 students
surveyed. only 3 percent reported having tried heroin, and nof a
single student reported using heroin on a regular basis.

These survey results lead the authors to predict that “the time is
ripe for a consistent and knowledgeable approach to drug
education.”

L3

: ﬂg@ Brown, Edward H., Jr. and Kiein. Andrew L. “The

Effects -of Drug Education Programs on Attitude
Change.” Journal of Drug Education, 5, 1 (1975), pp.
51-55. ) 118 981.

How can abusers of drugs be reached? What effect do
communications in the media have on drug userst .
To reach the substahtial numbers of drug users in their
population, all large American cities have established drug
education and controf programs in which media communications
play a large e, Brown and Klein cite the inefiectiveness of the
media campe . Jgainst cigarettes and syggest that “doubts remain
as to the effectiveness of any type of mass media communication, .
regardless of its presentation, as being a means of attitude change.” .
. To test their hypothesis that mass urban drug contro! programs
have no effect on audience attitudes, the authors examined
programs in five major cities. After comparing addiction rates over
several years, they concluded that all programs have been
ineffective. Despite major differences Hetween programs, it
appears that none “worked more or less effectively thanthé other.”
Ihe authors cautionrthat the programs themselves may not have.




" *been in effect long enough to significant'y influence attitude
change.”. They feel that long-term research is now needed on all
drug education programs, "especuallv those which have been in

existence for only two or three years.”
Educational Research Service. 1975.-33 pages. ED

01310

Bushey, Julia A. Drug Education: Goals, Approaches,
Evaluation. ERS Report. Washington, D C..

_Despite the mcreased attention paid to them, school drug
programs have not been effective for any of several reasons. One
major problem is the lack of a working definition of what "drugs”
are. Some schools include coffee and tobacco in.their programs,
while others concentrate -only on. legal or dangerous
drugs —hallucinogens, stimulants, and depressants. There is little

. consensus as. well about the goal of a drug program and how 1t

. should be inteorated intc the school curnculum. ts the program’s

‘goal to educate? To aiter behavior? Should drug ecl(tlcatlon be part
st;if ‘Tegular curricular offenngs, o should it be extracurricular?

The different goals of drug education can be conveniently

categorized into two approaches. The cognitive approach presents
information concerring drugs and thewr effects n the belief that
facts will lead to nght chorces. But drug sufveys have revealud a2

boomerang effect n cognitive programs. increases in drug
knowledge are often accompanied by ncreases m drug use.

Becauge the cognitive approach has been ineffective, educators
are tuming to affective programs. The gogals of affective programs
do not focus on drugs, but on people. Key concepts include
increasing an ifdividual’s participation in alternatives to drugs.
" clarifying personal goals, improving decision- makmg skills, and
improving a student’s self-concept.

Even though the majority of school programs are now affective
ones, Bushey warns “thece is little objective evid%me that their
achievement affects drug use.”

k-]

v

" Chow, Stanley; Extle, Vicki; and Keyes, David. Drug
Education. PREP Report No. 36. Washington, DG
Natlcnal Institute of Educatnon. 1972, 87 pages ED

13

Early drug educatlon programs were often createdin panlc They

etther scared students or gave them factual information that, often -

led to greater drug use. Those early experiments are now being
replaced. Chow and.his colleagues confiem Bushey’s obServation
that the trend is now away*from information and “towari Values
training. humanization of the schools, and development of
decisionmacing skills.”

In this guude Chow and his asso’ates offer advice for the drug
education planner. Furst planners are urged to get solid information
on drug use from as many agencies as possible. What are. the _
profiles of dryg users? What drugs are being used aud how
frequently? Second, goals should be realistic. Schools can do only
part of the job of drug education Third, a decision must be made
concerning the program’s status Will it be a part of the regular
curficulum, or will it be extracurricular? Will teachers r.eed special
training? Fourth, a means of evaluation should be decideq on early.

Of special interest in this publication are ten case Studies of
school drug progtams. The samples have been chosen for their
gedgraphical distribution, some distinctive feature they p-ossess,
some acclaim they have achiieved, or becausc they are preventive
rather than rehabilitative. The studies range from the white-collar
community of Coronado, California (population 17,000), which
teaches a jow-key values ‘course, to Wayne County Michigan’s
DARTV program, which employs a traveling, two-person
professiénal team that trains teachers, students, and administrators
in drug laws, pharmacology, and sensitivity training.

The guide also evaluates six commercial drug programs.

n 3 7y Clements, Mary. “Health and Drug Education—A
Regional "Approach.” Educational Leadership, 35, 4
(January 1978), pp. 31417, E) 171 597,

An example of a drug program using an affective values

approach is one in Council Biuffs, lowa, calléd the values
Clarification Project.
" *Clements reports that the “major long-range goal of the Values
Clariflcation Project is to achieve a reduction in the misuse of drugs
and alcohol through the valuing processes in classroom
instrution.” Students will ideally “practice ways that are more
positive, purposeful, and enthusiastic,” a process that should “fead
to the reduced in3tance of drug abuse.” 9 )

Teaching values is different, of course, from the traditional skills
generally taught to analyze acagemic problems. Specific values
themselves are not taught. Rather, what is taught are the “skills
necessaty in decision making, communication, recognition, and
management of feelings.” One activity of the project has been to
trdin students to do peer counseling: a common component of
affective drug education programs.

The Berkeley Health Projéct, another program in the Counc:l

o5
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Bluffs area, combats drug use by stressing an appreciation and

~understanding of how the body works. It teaches prevention of

disease and encourages youth to make "their own sound decssions
“about personal and env:ronrnental factors that affect health ”

American “chool Board Journal: 165. 8 (August 1978),

pp. 20-24. €) number not yet assigned.

The growing presence of undercover parcotics agents in public
schools s emerging as one of the most complicated controversies
affecting public education. The infiltration of hard drugs into the

* schools poses serious problems to administrators and teachers, as
well as raises unresolved questions about the best way tq handle
these problemx. i secret surveillance is utilized, who should know
beforehand—principals: teachers. other students? What kind of an

_Atmosphere for leaming exists where a teacher suspects students of
being narcs? :

Public schools across the tountty from Montgomery, Alabama,

Doran, Bernadette. “"Kojak in Your Classroorns May
Be Enough to Make You Lose Yow Hair” The

to Seattle, Washingtop, have made use of undercover actwity, with -

varying responises and degrees of success Some successful
operations have been carned out without public knowledge, same
with open commuynity cooperation, while others have failed when
an agent's cGver was blown or when students found out about the
‘actl\ntles and staged a walk-out. Supenntendent S. }dhn Davis of

Fairfax Copnly, Virginia, explains that his aim 15 "not t6 hamrass p
students but to cut off supply.”-Nevertheless. students haw;/

protested Aarcotics activity ag an intrusion _that breaks
* studentfaculty relations and causes suspicion of new studet
Legal issues such as obstruction of |ust:ce by teachers and slud,ents
rights to academic freedora and privacy may also be involved.
* Frank Donner, professor of faw at Yale University, notes that an
overZedlous narcotics officer in the school may actually make
-drugs more available in an efforc to uncover users, and in the
process achieve dubious results. Although mo-* agents say they are
after the pusher rather than the small-time user, it 15 often the Jatter
. swho receives punishment while the pushers go free.
Because of the nimber and varsety of related problems, other.
Iess drastic'measures may be preferable. Some officials feel that
, undercover agents may be used most effectively in places where
school children congregate outside the school area, such as
bookstores. Other officials suggest that undercover agents should
be brought in only ‘under severe crcumstances. after aII other

‘allernalwes have been tried unsuccessfully.
American Education, 12, 10 {December 1976), pp

21-25. € 156 582. v

The philosophy of the Appleton, Wisconsin, drug prevention
program is, “If children feel good about themselves. are able to

Hoyy, Jane Hauser. “Playing Against Drugs ~

make their own decisions. and understand their own values, they will -

have little or no need for drugs * The program has adopted the goals

*

/

. the classroom. .

similar to many other affective drug programs: to improve stude t
self-concepts and to teach problem-solving skills,

The program began with federal grants to study the overall drug
and alcohol situation in Appleton and Wisconsin generally. Alcohol
remains a major focus of the program in a state that ranks high i
alcoholism, Originally the drug program spanned all the school
years and was taught'in the social studies curriculum. Grhduallythe/
progr-  <pread into other parts of the cumiculum, but its length o
coverage was restricted to grades two through six. The director 02
the program felt that “beyond sixth grade we were duing jus
remedial work—that many of a child's values and attitides were s
by then.”

Games, role-playing, story*lelllng. and peer counseling are onIY a
few of the innovative &oncepts emploYed. One teacher, for
example, encourages his students to keep a “values jcumal.”

Evaluations of the program revealed that it was successiul in
helping students become more oatgoing in class. more willing to
patticipate in activities, and more posnwe in their behavior outside

- n i

Jacksor,, Javon, and Calsyn. Robert ). “Evaluation of a
+ Self-Development Approach to Drug Education:
? Some Mixed Results.” Journal of Drug Education, 7,1
(1977). pp. 15-26. EJ 154.704.

'Why do so many drug education efforts fail? )ackson and Calsyn
note that many educators give as the —"son the “failure to..
recognize IIJ:Z importance of peer inuwence in drug taking
behawor * Programs that offer peer counseling and opportunities
for self-development came into being when it was discovered that
traditiopal drug information programs often led to higher levels of
drug use. However, it still remains to be seen whether such

“affective” programs of drug education are any more effective than
are their predecessors. N

The developers of the STRIDE Program (Students. Teachers, and
Residents fnvolved in Drug Education) decided to rigorously
evaluate their success. The program itself consisted of a com:
munication skills workshop (two eighthour diys), activities. in
values clarification and problem-solving (a dav arud a half), ind drug
information and overdose aid training (two daysj The developers
hypothesized that, when compared with a control group not given
training. STRIDE participants would be rnOreb owledgeable about
drugs and emergency procedures. would use ffewer drugs, would

13

, Indicate more positive self-concepts, and would be more skilled in E
empathy and communicatiom

+he resuits replicatediother findings according to which “drug
education programs haveé faled to reduce drug usage.” Even
though the program devoted two days to drug information.
participants were not more knowledgeable about drugs or
emergency procedures thar were the control group. Participants in
the program did not show higher levels of self-eslgern Only in the
creation of empathy were STRIDE participants significantly
difterent from the control group.

But even negative findings have their uses. In this case, they point
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52 ‘ to the need for program developess to define “clear oblectives.

state those obiectives to the participants and design a specific
program coinpongnt for each objective”

v L=

Marion, David ). Crisis Intervention Project, Boston

ﬂgg? Public Schools, December 1, 1972-May 1, 1973
Evaluation. Waltham, Massachusetts: Data Educa-
tion. Inc.. 1973, 89 pages. ED 110 862.

Theé Crisis Prevention-Intervention (CPI) Project in the Boston
Public S5chools is one answer to the often-repeated injunction that
all ségments of the community must be involved if drug education

-andtreatment programs are to be successful. In this project, an

advisory council was formed that consisted of the police chief. an
officer from the fire department, the head of the civic association, a
member from the local legal assistance office, a representative of
the loc al mental health center. and representatives from the school
district. This advisory council oversaw the workings of five support
teams in five public schools The suppcrt teams consisted of
parents, students, teachers, and a police officer

Although the CPl teams were not iritiated primarily to handle
drug probilems. the advisory council did target drug abuse as an
important area of concern. and the support teams often defined it
as one of their most crucial problems. The theory behind the project
is that by maintaining a close liaison with members of the advisc.y
council, the teams are in an ideal position to influence those
individuals in the community "whose actions determine whether an
incident is effectively dealt-with or whether it becomes the spark
which sets off a major eruption.”

Unfortunately, Marion reports that the teams were only partially
effective, perhaps because they werd plagued by a lack of
professional training and inadequate communication channels
5till, the model ofiers atiractive possibilities for mvolvmg the
community in drug programs.

-

Mathews, Walter M. A Cnitique of Traditional Drug
ﬂg} Education Programs.” Paper presented at the
Amencan Educational Research Association annual
meeting. Chicago. April 1974 12 pages ED 091 649

Mathews succinctly summaifzes two general teaching modes
that have gutded the course of drug education—the “converting”
and the “supportive.”

In the "c0nvertlng mode, a teacher or some official
representative attempts to bring student “beliefs. attitudes: values
and behaviors with respect to drugs in congruence with those
sanctioned by the school.” The converting mode employs four
rhetorical methods of presenting matenial directing. preaching,
convinCing, and scaring. All these styles have in common the
appeal to external authority as its source of justfication. Mathews
notes that cinema has become a popular teaching tool i the
converting mode. despite the revelation by the Natonal
Coordinating Councit on Drug Education 1n 1972 that 84 percent of
the films 1t reviewed contained "factual or conceptual errors

Counseling by staff members of peers occupies a prominent
place in the “supportive” mode, which allows -students to work
through problerns on their own. While the success of the supportive
mode re:nains to be convincingly demonstrated, Mathews cites a
number of - surveys that at least demonstrate conclusively lhe
fatlure of converting programs.

His recommendations " include group process training for’
teachers. student mvolvernem in writing prograrns. and community
cooperation. He believes that existing printed materials and films
on drugs should be deemphasized or eliminated. .

3@ Reinhart, Richard A. “The Family ‘Drug Awareness
ﬂ Group: A Citizen-Initiated Example of Effective
_Community Concerm’ Journal of Drug Education. 4, .
2 (Summer 1974}, pp. 151-55. EJ 105 580,

Although all the prescriptions for successful drug programs stress
the importance of involving parents, no existing literature tells how
this might be done. Programs are generally founded within schoal
systems or public service agencies. and. if parents are included. itis
usually at the end of the process. But in the Family Drug Awareness
Group of Ventura County, California, things happéned in just the
reverse manner.
 The group came into existence through the efforts-of a set of
parents whose son, addicted to heroin and despairing of escape
from it, committed suicide. The parents decided that “dne
important factor in their failure to help their son was their general
ignorance about drugs -and their effects,” an ighorance they
discovered that their nefghbors shared,

After talking to the PTA, which offeredits help orgamzers turned
to the media, The nubluclty struck a responsivechord in the county.
which has more arrests for heroin addiction thtan does 5an Diggo
County, four times its size, Offers of help came from the county
mental health agency. the district attorney's office, the police
department. and a group called Teen Challenge.

The Drug Awareness Group decided that the greatest value fayin
"using the opportunity of a family approach to explore and outline
the interpersonal problems. developmental changes in
adolescence. and family conilict sources that often underlie drug
experimentation and abuse, at least among teenagers.” It was
decided that significant effort should go into. "providing
opportunities for genuine interaction between children and adults”

Al the time the article was written the group had sponsored three
group meetings and was in an expansion phase. Although little
evaluation has been done. the program is seen by some-as “a model
which ather communities might well emulate.”

ﬂ Southern Regional Council. Why Fvaluate Drug
@ Education? Task force Report. Atlanta: 1975. 40
pages. ED 119 052,

The weakest link in drug education is program evaluation Too
often the task of evaluation is delayed until the program has been
completed. depnvmg pamclpants of valuable informationon SOals
and successes that could be of help when presented in the form of
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progress reports, Offen the evaluation is only a pro forma andeavor
. to satisfy a funding agency. Even when program administrators
engage in aggressive evaluation, they are hampered by a lack of
knowledge about what constitutes a complete evaluation.
. This pamphlet offers much practical advice on evaluation
wntmg by first distmguishmg between two kinds of evaluatwon.
process " and “impact.” The process evaluation lists components
of the program. names of personnel, and techniques and methods

used. Although this information forms an important part of the.

report. it is nat the entire report: as some evaluators asstume.

The real heart of evaluation occurs in the “impact” statement.
. which deiines a measurable, feasible objective, It reports the
measure of change that took place in the target population.” 1t
includes a description of the target poputation. a statement of the
amount of time the program covers, an explanationof “key factors”
and “key indicators” and a rationale that explains the “logic
underlying the choice of. ob;ectwes as a step toward the overall
soaI ”

This report also offers practcal adwice on cutting evaluation
costs, guidelines for caiculat.ng the cost-effectveness of the
pragram. and advice for choosing an evaluator.

ﬂ@ Report of a Conference. Atlanta- Southem Regional
Council, 1972 43 pages. ED 090 476.

This report presents the thoughts of educators, school
administrators, and legislators at a1972 conference in New Orleans,
one of the earliest conclaves of its sort to address the wide-tanging
problems of drug education in the schoals.

Some of the information is dated. but the conferenc e addressed
itsélf to many questions that are still pertinent. When asked when
drug education should begin, mos, educators agreed st should begm
In the very earilest grades. since the average imtiation into
. recreationat drug use ocCurs between the ages of mne and eleven
Where should drug education “appear in the cumnculum? Many
warned against placing it in a special class, thereby 1solating o from
the total pattem of a student’s behavior |
. How can the school reach highnisk users? One way s the
Institution of “rap” houses placed off campus where students ¢an
tatk freely with other students about their problems Ths
recommendation, incidentally. has been incorporated in many
affectivesdrug education prograins.

The task force recommends.that school diug policies be flexible
enough to deal with a vanely of situations that rules be
enforceable, that every attempt be made to keep students insrde
the school system, that schools operate a haison with the police
department, and that students be mvolved with wnting drug
policies.

The task furce report also ncludes a copy of a Maryland drug law
that pwatects the confidentiality of information a teacher recewes in
the course of drug counseling The enactment of such laws to
protect both students and thuse who counsel them should be
suppotted by schond districts !

Wiggins, Xenia. Public 3chools and Drug Education

LS

ﬂ @2 Wolk, Domald ), and Tomanio, Anthony.). "A 53

Community-School Problem-Solving Approach - to

* the Drug Situation.” fournal of Drug Education, 4, 2
{Summer 1974), pp. 157-68. £] 105 581, °

Community drug education programs now bear less resemblance
to drug programs than to interaction-oriented. seli-awareness
groups. Such is the case in this Connecticut community that
decided a program “focusing. . . on drugs, per s& was not believed
to be of prime usefulness.” Rather, the community decided op a
workshop format-attacking major objectives: to promote awareness
and appreciation of self and others. to practice skills for
communication, and to plan ways of resolwng current drug
problems in the community.

One all-dey workshop was scheduled for students. teachers. .
administrators, parents. ministers. and other interested persons.
Over one hundred people attended and were divided into ten

' groups that identified major issues. Two followup workshops to

explore these jssues were schedulfed in the ensuirg two weeks.

The fact that each workshop drew smaller numbers than its
predecessor Might be intetpreted as a sign of the program’s failure,
But in fact, from these meetings emerged a strong nucleusof about
fifty people who formed four ongoing groups. Several members of
one group began doing voluntary work with drug agencies. Another
group sponsored rap sessions in the schools. A third worked with
school administrators in human relations, and a fousth cataloged
and made lists of summer recreational activities available as
altematives to deug use.

In this case the open meeting device worked effectively to
attract volunteers whose energies were channeled into areas of
their greatest interest.

-

ﬂ@% Zimering, Stanley. ''Health and Drug
Education—How Effective! (An Instrument to.

Evaluate Your Drug Education Programs.)” Journal of
Drug Education, 4, 3 (Fall 1974), pp. 269-79. EJ 114
030.

Zimenng's survey provides a refreshing altemative to standard
drug_program evaluations written by staffers, because he goes
directly to clients —students who are in the best position to discyss
thewr experniences in the program. Over ten thousand high school
students completed questionnaires intended to gather information
an current programs, to flnd out what students thought about their
health programs and teachers, and to find what parts of the
program are perceived by students as most interesting.

Survey results provided a fund of useful and interesting
information. Students preferred class materials composed of

“discussions by an ex-addict, special films. and class debates.”
Textbooks. pamphlets, and discyssions led by medical chIahstS
were rated the jeast \nteresting. ‘Students were generally eager to~
recetve drug information. but felt it should be concentraied in lower
grades, especially grades four through nine. Zimering's survey
carroborates other findings that “the fastest rate of increasing
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exposure to drugs occurs between the seventh and ninth grades.”

In their relgtionships with health instructors, students felt théy
received accurate information. They felt their teachers were frank
and encouraged open discussion but were no more knowledgeable
than themselves about drugs.

In terms"of personal use habits, only a minority of students felt
“that they could deal with a drug problem on theirown.” They said
théy would tum to friends, a brother, or sister before any “authority -
figures such ‘as parents, teachers, or principals.”

) \ ’
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'Declining -
'Enrollments

Brody, Judith A. "How to Close a School and Not
-Tear Your Community Apart in the Process.”

Armerican Schoo! Board Journal, 163, 6 Uune 1976},
pp. 31-35. E) 139 363. )

Closing a school is necessarily an emotiondl and traumatic event
for a community, but it need not tear the community apart. The
“keys to success” in closing schools. states Brody. are “changing
citizen:” attitudes toward enroliment declines; long-range planning:
and community involvement.”

Community members tend to rasist school closings because they
often equate the closing of a school with the decline of “the
community or neighborhood So it is important that the
superintendent and board help citizens see the. positive aspects of
declining envollment Such benefits might include the potentials for

14

‘community education centers and more early childhood and adult -

education programs, as well as opportunities for achieving racial
- integration and lowering the pupil-teacher ratio.

The easiest way to overcome the community’s, resistance to -

closings is to involve the community as extensively as possible in
the planning and decision-making process For example, a citizen
task force could be established to “keep an eye on [enroliment]
trends and make recommendations to the school board.” The task
force, though, must be broadly based to avoid the formation of
opposing groups claiming that thev were excluded from the
decnsion-makmg process,

- It isimportant, too, that the community be involved in fong-range
planning. The first step in this planning 15 to collect nformation’
{both past figures and future projections) on population, birthrates,

. budgets, staff, and facilities. Brody points out that these data are
not always easy to come by. but she suggests that the stater
department of education might be a good place to stast looking

After compiling and analyzing the data. administrators must

develop policies for reducing staff, utihzing surplus space. selling or, —l

leasing school buildings, and so forth, lAgam 15 imperatve that the

public be involved in the decision-makng process so that anegative

cemmunity reaction is avoided ot at Teast minimized.

To flpport her suggestions. Brody includes n this well-wntten
article several examples of how school distnicts have successiully
and unsuccessfully dealt with school closures.

Educational Facilities Laboratories. Suiplus Schoof
ﬂ@g Space: Options and Opporiunities. A ReparL New
York: 1976. 75 pages. ED 126 614.

, Since school enrollments first began to decline, a wide range of
new uses has been found for surplus schoo! space This EFL
report —acldressed mainly 0 concerned commumity members
rather than administrative experts—discusses the factors that may
influence reuse planning (population trends, state laws, zonmng,

jvate schools) and provides numerous examples of the new uses
to which surplus classrooms or schools have been put .

considerations for surplus space should often be gwven to
“educalipnal programs and services not adequately housed durnng

T e

~

a period of boom and growth,” such as music, art, sciehce, and 55

vocational education. Another initial consideration should be the
elimination of undesirable school, buildings.

Vacant school facilities can often be used by a variety of public -
programs to make a school a “human services center.” This kind of

_use is especially. desirable when there are fewer school-aged

children in a ¢community. but more young adults and elderly. The
new programs can even "help to hold in town the people who
otherwise may choose to leave” and ¢ an help engender afeeling of
revitalization in the community.

Sometimes another government agency can take over a surplus
school, for example, a junior college or a parks and recreatior
department. Another interesting altemative is for the district "t
create a nonprofit agency to take over thie school bulldings and
manage progfams.” Other options include using surplus space for

. preschool and adult education Programs, leasing space to private or

other public schools,- and selling & building for conversion to

housing or industrial use (with the advantage that the propesty

would be back on the tax rolls). .
Whatever the situation. districts should first assemble all the .

facts enroliment projections, operating costs. applicable laws. and" ™

an nventory of public and nonprofit organizations with unmet
space needs), and then involve the public in the decision-making
process. o

Eisenberger, Katherine E., and Keough, William F.
ﬂ@@ Deciining Enrolfment: What to Do. A Guide for

School Administrators to Meet the Challenge of . -

Declining Enroliment and School Closings.” AASA
Executive Handbook Series, Volume 2..Adlington,
Virginia: American Association -of School
Administrators, 1974. 67 pages. ED 111 094..

. Parents, students. teachers, and principals have enormous
mvestments in therr local schools—social, emotional, andfinancial.
Despite the psychological pressures, however, some schools may
have to close; alleviating the fears of these interested groups is
probably the most important aspect of a successful school-closing
policy. Community polls, coffee hours for small groups. interschool
visitations by students and teachers, simulations by the board and
administrators, and the channeling of energy toward constructive
ends through the creation of effective task forces are just some of
the ways to cope with potential problems before they develop.
« Teachers in particular are adversely affected by declining
enroliments. Young teac hers are usually, the first to be dismissed. A
shift in concern by teacher organizations from salary levels.to job
security can be e:fpected The situation may be eased by early
retirement incentives. Whatever folution is found, it must be
planned for early and Implemented systematically.

If school closure becames nécessary, the decision must be made
carefully. Costs for mainteniince materials, personnel, utilities, and
capital outlay myst be considered, and the financial benefits of
selling or leasing buildings or parts of buildings must be measured
aganst the likelihood of renewed enrollment growth. Several




ctitend should be considered: geographic logcation, academsc
excellence, enroliment capacity as compared with present and
potential use, facility condition, and recyclability of the bunldmg
and grounds. -

n @7 tnstitute for Development of Eduu@mal Activilies.
Shrinking Schools. An VDIE/A Occasional Paper.
Dayton, Ohio: 1975. 32 pages. ED 116 292,

One reason for holding conferences is-to find out where the
experis disagree. At I/D/EfA’s national conference on enrollment

_decline, some of the many prominent authorities attending felt that

decline would result in a drop in the pupiliteacher ratio. Others said
that the drop in state support would force staff reductions severe
enough to drive the ratio up, and still others argued that naticnal
expenence ndicated teachers would fight strongly enough for ther
N posutwns that the ratio would remamn about the same as 1t has been

If ho agreement could be reached on how the relationship among
staffing, funding, and enroliment would be affeéted, there seefned
to be little argument on how the community would respond.
Participant Robert Savitt noted that the severe impact of
enrollment drops coupled with economic stresses has allowed
concerned community groups “to go right to the heart of “the
educational process in a way that they haven't been able to do
before.”

The school distnct’s need to stay aware of Iocal population
. trends was strongly stressed at the gathering. A business repre-
- sentative cited an example of the possible benefits of 2 positive
response to decline: when the birthrate started to fall, Johnson &
Johnson redirected its advertising to develop a new adult market,
and the result was that over five years its busmness doubled despite a
one-third cut in its oniginal market. But the J/DJE/A conferees vould
not agree on whether this example indicated that a new market for
education should be sought (presct.2ol education, for example) to
create revenue and provide jobs, or whether such funding as
- already existed should be concentrated on providing quality
instead In either case, a good advertising campaign mught be
crucial for tuming public opinion around

: 8 Leggett, Stanton. ““How to Forecast School

ﬂ@ O) Enrollments Accurately—and Years Ahead.”

X American School Board Tournal, 160, 1 Uanuary
1973, pp. 25-31. E) 067 465.

Although dated. this article descnbes in full the “cohort survival”
method of enrollment projection that 15 currently i wide use
Included here are detailed, stepby-step ‘dwections,for usmng the
method and three fill-in tables.

The first step in the method s to find the number of births in your
distnct for cach of the last ten years Barth data can uwsually be
obtamed from local govemmental units, but of it 15n°t available from
these sources, the “projectiomst” may have to resort to hospital
birth registrations or community surveys Leggett emphasizes that
“coming up with the raw fermation to be used n your projections
will be the most difficult and error-prone part” of the projection

The next step, is to compute the “cohort survival ratio” for each
grade level, which “means the ratio between the number of chldnen
in one grade in a cartain Year and the number 6f children in the next
higher grade the next year.” For example, if 100 children attend
third grade one year and 98 attend fourth grade the next year, the
cohort survival ratio for grade 4 is 0.98.” '

The final step involves multiplying each grade level enroliment
by the cohort survival ratio for that level, and then doing the same
for the next year and thenext, as far into the future as desired. These
figures are entered on the enrollment projection table.

It should be well noted that this method gives a correct
projection only in “a pure situation,” as Leggett careful ly points out.
After the projection is made as outlined above, ather practical
knowledge about the duslncl must be considered alongside the
prolectlon '

For example, districts should watch carefully for major changes“_,
in building patterns Leggett suggests that administratcrs forge
“warm fnendshups with the mynicipal authorities who control
zoning” and talk often with developers and housing experts in the
community. Other consideratiohs should be the health of private
schools in the area, transportation changes (such as new hughways
through the district). and national migration trends.

ﬂ @@ Lyell: Edward H., and Toole, Patrick. Student Flow
Modelling and Enrofiment Forecasting. New York:
Society for College and University Planning, 1974 5

pages. Ep 108 533. .

Lyell and Toole claim that even if “good enroliment forecasting
techniques exist. they have not been well-applied.” Writing for
thosp with some understanding of statistical procedures, the
authors highlight the positive and negative aspects of ratio
methods, cohort survival methods, Markov models. regression
analysis, optimization methods, combinations of these, and even
"guoss-estimation.” As they note. “when it comes time to make a
forecast that has to be Iwved with at the wstitutional level, model
results must be tempered with insight and expenence,”

The authors discuss forecasting at the national and state levels
before citing examples of techniques used in ligher education.
Although the emphasis 15 on postsecondary education, the basic
problems in generating rehable enrollment estimates also confront
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ublic schoot administrator.
ell and Toole urge cooperation among the cﬁfferenl edu-
cational systems to develop an ongoing and mutually compatible
dafa flle that will allow all groips access to the inlormation they
[ for coping with the future. Research on the effects of
.hcapt variables is needed. as well as the developmen. of more
ative methods and techniques that can be validated.

5 . Mazzatella, Jo Ann, and Barber, Larry. Facing
Declining Enrofiment: Considerations and Procedures.
£ugene, Oregon: Eugene School District 4. 1978. 59

pages. ED number not yet assigned.

Planning and communication are the themes of this report on
declining enroflment in the Eugene (Oregon) school district.
Mazzarella and Barber discuss the causes and effects of declining
enroliment, outline some of the problems facing the Eugene
district, and offer suggestions for coping with declining enrollment

Although overall enroliment in the Eugene district is declining.
some schools on the developing periphery are overcrowded. while
schools in the central city are operating well below capacity. This

. problem of maldistribution — common to many districts whether or
not they are facing declining enrollment—underscores the .

importance of planning for enrollment changes. not only on the

‘district level but school-by-school as well.

The first step in planning is to make a rough forecast of future

enroliment, using a technique such as the cotiort survival method.

Then, other modifying factors must be considered. such as dropout
rates, private school enroliments. the age ranges of populations in
major residential areas, rmgratnon patterns. and—perhaps most

* “impartant —resldentlal bilding patterns and iocal landuse policy

1n this last matter, the authors stress the |mp0rtance of n:oo:dmatmg
district organization with the plans of developers and Tocal
government bodies Finally, accurate projections of future revenues
and expenditures must bé made.

Perhaps the most useful strategy lor coping with declining
enfollment is to increase communic ations with the community. the
teachers, and the state “*Support from teachers and the community
may depend on their realization that every eflort has been made to
reduce the budget before cutting staff or closing schools ” An
adequate public velations program —including widely dlss&nmated

news releases and perhaps fiyers sent home with students —should

make declining enroliment @ common topic of discussion in the
community. Equally important 15 the involvement of a broad range
of concemed citizens in the decision-making process

Included in this report are discussions of reduction in.force, uses
for surplus space, and factors to consider when deciding whether to
close schools.
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Minnesola Association of School Administrators.
Managing School Districts with Declining
Entoliments. Planning Assistance Manual St Paul
Minnesota State Department of Education:
Minnesota State Planning Agency, 1976 79 pages
ED 128 919.

Planning is the key to making a smooth adjustment to enrollment

“decline. This manual’s purpose is to make the task of planning an

easier one for school boards and administrators. It outlines basic
methods of collecting, \organizing. and presenting data for use in
enroliment and budget projections and staff and facility analyses.
Although written especially for Minnesota school districts. the ideas
presented are applicable to most dnstncts facing declining
enrollment.

The manual describes the cohort Survwal techmque of
enrollment projection and offers suggestions for fllustrating the
projéctions in graphical form. Also Presented is a cookbook
technique Tor projecting a budget that uses the Tesults of an
enrollment projection and estimates of future staff reductions. In

addition to this “short technique,”” the manual briefly disqusses a

more complex method for forecasting budgets. N

The method of facilities analysis outlined involves compiting
data on each facility. such as dates of construction and additions,
maxtmum capacity, present enrollment, and comments on the

general adequacy of the building. Next. the cost per pupil-at each -
building is determined. These data are then used to decnde theifate -

of each building.

When decisions must be rnade on closing schools, it is essential
that community members be involved in the decision-making
process because of the “emotional attachments™ of citizens to their
local schools. When there is a choice of schools that might be

closed, scheol districts should fet a citizens committee establish the

criteria for closings.

In one criteria system, citizen committee members first decided
on the “criteria weight” of factors such as “‘maintenance
costisquare foat” and “historical value of location.” Then. each
factor was rated for each school on a five-point scale, Finally, each
factor’s score was multiplied by the criteria weight for that factor,
and the products were sumined for each school. The school with
the lowest score.was the one to be closed.

Included in this wide-ranging manual are suggestions for
analyzing staff and planning referendums. The manual is part of a
set of documents that includes five detailed case studies of
Minnesota ‘school districts.

ﬂ 5 2 National School Boards Assocaation. Declining
Enroliment. Research Report. Evanston. Illinois 1976.

30 pages. £D 122 439,
According to U S Office of Education projections, “total public
and private school enroliments will drop 119 from 1972 to 1962,

.mamly due to adeclining bitthrate. But this NSBA report points out

that migration causes most of the focal fluctuations in population
{and schoal enrollment), Thus, it is important that school districts
plan for thew future enrollment needs using local data, particularly
with regard to the number of young families in the district.
Admittedly, longrange planning is both difficuft "and time-
consuming. To facilitate this task, the report outlines the cohort
survival method of enrollment projection. including step-by-step
dwrections and three fill-in tables. Also discussed is New Jersey's
*Master Plan” method that requires districts to develop a ten-Y€ar

6L
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- 58 enrollment projettion bised on demographic factors,

. Whén enroliment drops, so does state support. But it takes “tbree
years or more before the loss of a modest number of studénts
enables a school district to cut costs.” To help "cushion” schools in
times of declining enrollment, several states have adopted
measures that gradually decrease aid over a dhe-to-five-year period
after an enroliment decline. NSBA encourages school systems to
actively lobby for similar measures in states without them,

Even with such measures, the hardships of declining enrollment

.are greater fof smaller districts-because “larger distnicts realize

greater economies in operation and have more flexibility in

administrative arangements.” A Maryland task force, for example..
_hasreported that "“a school with about-200 students will cost, on the

average, 20 percent more per student than a school with 300
students.” Also, when manpower needs to be cut, large districts can
cut heavily in administration and special services, whereas small
districts must make cuts in teacher ranks.

Other topics include considerations when closing schools, uses
for surplus space. strategies for cutting back staff, and the
impartance of public relations in times of declining enroliment. This
reporty, one of the better publications on declining enrollment,
would serve as an excellent introduction to the subject

ﬂ5 Piatt, Robert S. *’A Reorganized Elementary School
Structure to Accommodate Declining Enrollment.”
1975. 147 pages. £ 111 111.

As assistant to the supenntendent of a Pennsylvama school
district, the author supervised a restructurning of the elementary

. system. Of the four communities compasing the district, three had

two elementary schools and the fourth had one. With a 23 percent
drop in enrollment from 1966 to 1975 few schools found
themselves left with more than one class at any'grade lével, and one
of these classes contained only thirteen pupils

Piatt's alternative tumed one school in each of three com-
munities into a prmary (grades one to three) school, and the other
nto an njermediate (grades four to six) school. Benefits he sought
and apparently achieved included more balanced class sizes, the
possibiity of separating problem children. opportunities for
multilevel “instruction in mathematics and reading closer pro-
fessional contact between teachers of the same grade level,
unification of communities previously split along artificial school
attendance boundaries. and reduction in the duplication of
materals and efforts {easng the budgetary headaches of
enrollment dechne). What difficulues there were appeared in the
area of transportation, but the entwre program was nonetheless
regarded as highly successful by parents, teac hers, administrators,
and students.

Piatt’s documentation of his program is almost too thorcugh. He
provides a copy of every administrative order he mentions, as well
as newspaber clippmgs and questionnane forms. The test fills only
the first third of the document and 15 largely a blow-by-blow
chronblogy of the development of the concept from planning
stages through implementation to evaluation

. -4

ﬂ 5 Piele, Philip, and Wright, Darrell. *Enroliment
Forecasting. Educational Facilities Digest 1.
Columbus. Ohio;. .and Eugene: Council of
Educational Facility Planners, Intemational; and
ERIC Clearinghouse on Educational Management,

University of Oregon, 1976. 9 pages. ED 117 782.

The literature on enroliment forecasting is written from two basi¢ |
viewpoints. Mathematicians, statisticians, and demographers a
interested in finding the ideal methods of forecastnng accurately.
Administrators and facilities planners are interested in the be:
techniques for applying the methods that the theorists develop.

Understanding the community and the way$ in which it is
changing and realizing the effects that social and political pressure

groups can have on how factors are intetpreted are just [as-

important as knowing the strengths and weaknesses of the different’
forecasting techniques.

This review provides a brief introduction to the field before
presenting an annotated blbliograpﬁv of twenty-eight major
documénts covering the full range of att:tudes toward enroliment °
forecasting.

HSS Sargent, Cyrit G. and l-landy, ]udith.'Fewer

Pupils/Surplus Space. A Report. New York: Educd-
tional Facilities Laboratones. 1974.55 pages. ED 093
046,

Even if the fertility rate remains at its current replacement level,:

.the large number of wonten now entering the childbearing years

will cause the total number of children born to rise slowly, and
enrollments will retum to and even surpass previous record highs,
The mobility of the population will determine where the trends of
decline and return are felt most strongly.

Dustricts that once could not keep pace with growth now find
themselves with empty classrooms, which can be tumed to-
educational or noneducatlonal uses, Government and private
agencies, especally in y this age of community conscicusness, can’
often find use for vacated space, though whether districts should or”
can sell, lease, rent, trade, Or even give away their unused buildings ~
depends on a great number of legal andpractical considerations, as
well as expectations of future needs.

When schools are closed, planning 1s the most important part of
the process. Obtaining all the facts apd opinions, proposing
altematives, and then choosing the best of the proposals is the only
way to be sure of needed community and staff support. How the
plan and the planning process are communicated to the peopfe
who will be affected is the second major concern. The public’s
ideas and suggestions must be actively sought, and school board
and administrative proceedmgs kept as open and accessible as
possible,

Sargent and Han dy's report is probably the outstanding classlc in
the field, full of examples detailing how theory has been put into
practice across the country. Figures and tables complement a
readable text, and sources for more information and for obtaining
enfollment forecasting tools are provided in abundance,
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Sebulsky, Wayne L; Wiebke, Frederick V.; Radel,

Richard ).; Hoopert, Donald O-; Bliven, Seth |.; Moon,

W. Crawford; and Batt, Paul. “What Are Schools

" Doing?” NASSP Builetin, &1. 407 (March 1977), pp.
* 5967. E} 160 405.

Many practitioners are finding ‘innovative solutions to the
multitude of problems created by declining enroliments. For

It

-example, a small rural school district in Colorado facing a 45

percent decline in enrollment over a ten-year period is cooperating
with a-nelghboring district with similar problems. The two districts
are sharing teachers in music, science, math, and special education
and are considering the establishment of a secohdary school in one
district and an-efementary center in the other.

A senior high schoo! in suburban Pennsylvania is takmg the
opportunity afforded by declining enrollment to improve
instruction and solidify the curriculum. Because of lower staff

.mobility, development work with individual teachers is more

directly benefiting the school. This school also encourages its staff

_to use community resources and creatve matenals instead of mass-

produced (and costly) educational materials.

In a corner of upstate New York, a rural high school (s considering
opening its enroliment to nonresidents in neighboring Canada and
Vermont, who would pay tuition to attend the school because it 15
closer to their homes. Other districts are handling declining
enroliment by not hiring new teachers and shuffling their current
staffs to fill vacancies. And a pnvate’ school in Buffalo, New York.
has more applicants than positions because of an ambitious student
recreitment program,

Il,5

Steradski, Karen. tmplications of Declining
Enroliments for Schools. School Leadership Digest
Series, Number 17. ERIC/CEM Research Analysis
Series, Number 19. Arlington, Virginia, and Eugene:
National Association of Elementary School
Principals: and ERIC Clearinghouse on Educational
Management, University of Oregon, 1975. 32 pages.
ED14906.

“Taken positively, the implications of decliming enrollments are

" that enterprising and creative school administrators will develop

better programs as they condense them.” says Sieradskr n this
survey, of the literature. “They.will dovise equitable RIF freduction
in force] policies with the teachers’ umions and will become even
more prominent as public leaders when they unite with commumity
task forces to solve the problems of school closings.”

The first step is to forecast enrollments as accurately as possible.
both for the near future and for the next ten to twenty-five years.
There are many indicators from which the alert observer Can,
deduce a coming enrollment decline. and many methods for
developing forecasts. Most often cited among these is the cohort
survival technique. But these methods and the figures they generate
can be used to support conflicting points by groups with different
axes to grind. .~

-

Planning by officials is the next major step and mustinclude how 59

programs and personnel are to be cut back and how continued
costs are to be met in the face of decreasing state support.

if schoot closure is necessary, community involvement in
planning is vital. Task forces are one excelfent way of turning

community activism resulting from the undeswrable facts of decline «

into a positive force for reaching acceptable solutions. Alternatives
to closure must be considered closely, but if they prove impractical, .
decisions still remain as to which school to close, and whether to
lend, Tease. or sell the buildings and grounds.

While the subject is receiving rnore (and more thorough)
attention with each passing year. Sieradski’s paper is an excellent
condensation of the ideas and attitudes prevalent prior to 1975,
especially in relation to the elementary school.

ﬂ 5 ' “Surplus Schoo! Buildings: New Opportunities for
Adaptive Use AfA Journal, 66, 4 (April 1377), pp.
59-63. E} 157 013.

For a number of reasons. simply closing a school inyresponse to
declining enrollment usually does not result in significant savings.
Surplus school buildings arz much more valuable, both
economically and socially. when they are put to ‘new uses,
According to the Educational Facilities Laboratories, “more school
buildings have been converted to new uses that benefit
communities than any other building type.”

Some of the advantages of school buildings are that they usually
have central locations, they are designed for public occupancy,
most meet emergency code requirements, and most have adequate
storage space and utilities. In addition. conversion for most uses
requires minimal rernodelmg * .

The ease of cchversion dependson the wnfage of the building, as’
does the type of conversion for which the building is most suitable.
Pre-World War Il buildings. until recently considered “institutional
monsters” by some architects, “lend themselves most readily to a
variety of transformations, and are especially well-suited. to
conversion into housing.” Some of thz advanl‘ ges of these
buildings are their high ceilings that can be lowered for electrical
and mechanical systems, their large classrooms that can easily be
converted to apariments, and. in some. attic and basement space
that can be “recaptured” for use, ) '

Buildings constructed just after World War Il, with “strings of
small ¢lassrooms” and relatively low ceilings. are the most difficult
buildings to convert for any use. In contrast, schools ¢f the 50s and
60s built on the “campus” or “pavilion plan®” are easy to convert,.
because they usually have postand-beam construction that i
conducive to repartitioning Included are five examples. replete
with pictures. of successful conversions of schools to other uses.
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Improving
School Clumate

n 5@ Bogue, E. G. "One Foot in the Stirup.” Phi Delta
Kappan, 53, B (Apnl 1972}, pp. 506-8. E} 056 948,

“The man who tells the truth should have one foot in the stirrup.”
This old Turkish proverb—the source for the title of Bogue’s lively
article—describes the situation in many schools. Bogue believes
administrators must foster an organizational climate in which *
subordinates who communicate openly about gproblems or |
dissatisfaction do not have to live “with one foot in the stirrup.’

Bogue maintains that an organizational climate of trust and
openness produces high productivity. He believes that adminis-
trators must be aware.of the function of conflict.and negative
feedback in an organization as the"impetus for positive change.
Administrators must learn to view dissatisfaction and criticism as
something to be listened to rather than to be repressed. They must
tearn to manage conflict and channel it so that it is not disruptive
but is the first step toward organizational renewal.

Bogue notes that an open, trusting climate where subordinates
are not afraid of expressing ideas is based on an administrator’s
positive self-concept. Self-confident administrators are able to
avoid defensiveness in the face of eriticism and to value conflict as
a way of learning about their strengths and their weaknesses.

N " 2
n@@ Bonney, lewis A. "Changes in Organizational
Climate Associated with Development and
Implementation- of an Educational Managerent
System.” (1972]. 26 pages. ED 066 790

Bonney describes efforts in the San Bernardino City (Cafifornia)
Unified Sctiool District to improve school climate by decentralizing
decision-making and sharing responsibility for program results. The
fifty-cight schools in this program instituted what Bonney calls a
“humanistic” management system in which teachers, principals,
and the superintendent met together to choose school goals and
classroom priorities.

The instrument they used to meagure changes in school climate
was Likert's “Profile of Organizational Characteristics,” which
found significant changes in leadership processes, motivational
forces, and communicatior, . “ocesses. Specifically, principals were
more motivated to achieve school and district goals and felt that
superiors and subordinates displayed more trust and confidence
and were more committed to organizational goals. In addition, the
schools showed improvement in achievement scores.

Of special intetest is the appendix, which outlines the elements
of the planin four particular schools. These include the specific
school goals and strategies actually prepared by teachers and
principals.

n @ Breckenridge, Eileen. “Improving School Climate.”
Phi Defta Kappap, 58, 4 (December 1976), pp- 314-18.
E} 148056,

This story of changes in one school's climate is a little remi-
niscent of an old-time melodrama. When the authoritarian principal «
“Mr. Jefferson” tums into approachable, powersharing “Bob

Y -
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Jefferson” there is a temptation to cheer the miraculous conversion
In spite of the soapopera suspense, however, the article has a nng
of truth to it, and scattered throughout the drama are explanations
of a number of useful techniques for improving school climate

Breckenridge {a pseudonym) begins by describing techmques for
improving school climate used in a workshop attended by teachers
in her anonymous Oregon district. This workshop was run by
william Maynard, the author of an atticle described elsewhere in

., this chapter.
Most important of these techniques is the 1-3-6 exercise, which

begins with individuals making lists of their ideas of what 1s needed -

toimprove the school. Participants then meet in groups of three and
combine their lists, deleting no items but listing identical stemsonly
ohce. Finally, groups of six are formed, which again consolidate
lists, In this way comprehensive lists of perceived school problems
canr be communicated to school authorities without fear of
* reprisals.

. After the lists have been compiled. each person ranks all the
mems according to priority. and all the priorities are tallied to
determine the top ten problems on which the staff should focus.

Clatk, Frank ). Improving the School Climate.
Operations Notebook 19. Burlingame, California:
Association of Califomia” Schoal Administrators,
1977, 42 pages. ED 145 567

Clark is so excited about his and others’ ideas for improving
schoof climate that his paragraphs sometimes tumble all over each
other in random ,0rder. and he is so intensely involved with his
subject matter that he often doesn't bother to explain what he is

- talking about. Nevertheless. there are numergus good ideas
_ crammed into the p2ges of this many-faceted notebook. and it is
,worth the trouble of trying to extract them.

Most valuable are the many practical and specific suggesl ions
for improving school climate that have been used by school dis-
tricts. These suggestions include such things as a teacher advisory
board. a student forum, and a variety of feedback forms for staff
and students.

Ong of Clark’s methods for defining school climate is to describe
the characteristics of chools that have poor chmates These he lists
as low innovativeness drive, job dissatisfaction, student alienation,
lack of creativity. complacency. uniformity. and frustration

- Administrators can use tis list as a checklist to see if their schools
need to put energy into school ¢limate improvement technigues

Clark explains the Leadership Behavior Description Question-
naire, which he calls “one of the best tools to assess school
climate.” He includes sample questions from the instrument and
explains how scoring works. He explains. wo, the CFK Lid School
Climate Profile Instrument. A short bib[io_graphy is also attached

n@ Change.” Educational Leadership, 27, 4 (lanuary
1970}, pp. 367-71. €] 022 630.

“This climate is the comerstone for educational change,”

1®

Doak, E. Dale. "Organizational Climate: Prelude to

b

contends Doak of org.amzatlonal climate, He believes that one 61

reason educational innovations often fail is that important factors
in the organizational climate are ignored.

For Doak. the factors that determine organizational climate are
goal defmition. leadership style, morale, and self-worth.” Each of
these must receive prime attention in planning for change. For an
organization to be ready for change. its goals must first be
concurrent with the goals of the individuals in it, and the morale
and feelings of self-worth of its members must be high.

Most of all, the organizational leader must create an “open
climate,” which to Doak means. that individuals are constantly
searching for altematives. This is based on an administrator's
courage to admit that ¢lear, pat dnswers to highly compley issuesdo
not now exist. «n short, an administrator must be able to live with
ambiguity.

in this article, Doak makes graphic his theories about the
influence of the organizational climate on the change process by
providing @ model depicting each step in the chanse process in
schools. )

G

‘Edebum, Carl, and Zigarmi, Drea.” “Organizational
Climate and {GE: An Assessment and Implications.”
Paper presented at the National Association for
Individually Guided Education annual conference,
Cincinnati, November 1977, 14 pages. ED 149 455.

Virtually everyone involved with education recognizes the
importance of school climate, and researchers .have made
numerous attempts to analyze this intangible quality. Invesllgators
have. for example, subdivided the overall atmosphere into various
categories. including esprit, thind rance, consideration.
supportiveness, orderliness, impulse control, and others. Their
motivation should be obvious: an accurate measurement of school
climate might guide administrators in assessing the motivation of
their staffs as well as in solving problems and implementing change.

€deburn and Zigarmi are particularly interested in innovation,
and they have consequently focused on “openness” as an essential
characteristic of a healthy school administration. Working under
the assumption that an "open”’ school would be more amenable to
change, they compared personnel attitudes of individually guided
education {(IGE). schools with those of their non-IGE counterparts,
The authors administesed their Staff Development School Climate
Questionnaire to 127 elementary school teachers from three upper-
midwestern suburban districts. The results bore out Edebum and
Zigarmr's expectations: teachers view the climate of 1GE schools
more positively. '

fo light of this study, administrators of 1GE schools can feel
optimistic about therr staffs’ willingness to accept change and
capacity for problem-solving. This is encouraging news, 6f course.
but Edebum and Zigarmi do not make excessive claims for their
study “‘The results are credible.” they emphasize. "yet far from
conciusive.” They are confident, however, that they have
developed an important instrument for measunng school climate,

A twenty-four item bibliography is a useful addgndum to this
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H @ 5 ERIC Clearinghouse on Educational Management.
School Climate. Research Action Brief. Eugene:

University of Oregon, 1978. 5 pages. ED 150 673.

Even if the term is bandied around knowingly. the nebulous
phenomenon we call “school climate” has proved elusive. This
" articulate summary of the research makes it apparent that
investigators and educators are still looking for direction. All too
. often theoreticians argue about appropriate measurements while
practitioners resort to vague injunctions.

The analysis of the research starts with Halpin and Croft's
development (1962) of the Organizational Climate Description
Questionnaire (OCDQ), an instrument that has had a significant
influence on the research. In this «eminal study, school climate was
broken down into eight categories, a real advance over previous
mvestlganons. which had been content to equate climate with

“morale.”” Thé author notes, however, that the OCDQ has not held
up under the scrutiny of subsequent researchers—that it too is an
oversimplification of the factors that make up an educational
environment. Wiggins (1972), for example, found that the OCDQ
relied too much on teachers’ perceptions and that principals do not
have such a compelling influence on the usychology of the school.
Walden and his colleagues (1975) also found that school climate is
not 50 neatly packaged or so amenable to control as Halpin and
Croft had assumed.

Administrators have, understandably enough, been less
interested in the academic questions and more interested in the
pedagogical impact of school climate Their reports have
conseguently tended to applaud the accomplishménts of educators
who have wrought significant changes in their districts or schools.
Still another approach is that taken by Shaheen and Roberts (1974)
in their attempt to synthesize a descriptive analysis of climate with
recommendations for action. Theit Climate Profile takes in factors
beyond the Ilmmediate school and looks to the district

) supermlendenl for leadership.

All thesg approaches have sométhing to offer, bul none of them
is definitive, The research on school chimate 15 clearly still in its
infancy, and there are no quick remedies for educational lethargy.

H@@ Howard, Eugene R. “School Climate Improvement.”
Thrust for Educational Leadership, 3, 3{anuary 1974]
pp. 12114. £ 092 195,

“'am convinced that it s now possible to build a school chmate
within “which pupils and staif will be happier, more mentally
healthy, more positive i thewr outlook on' hfe and méore
praductive,” concludes Howard n this clearly wrtten artrcle
containing a number of techniques for accomphshing Just that.

Howard's own ‘particular definiion of school chimate 15 the

_“aggregate of social and cultural conditions which influence
inchvidual behavior in the school —all of the forces to which the
ndwidual responds which are present in the school environment.”

 The author uses Halpin and Croft’sterms "open” and “closed™ to
describe school climates, though he means by these something a bit

» more specific than these early researchers did. By “open” he means

climates that evidence widespread involvement in decision-making,
foster open communication channels. and “stimulate leamers and
encourage self-confidence and independence.”

Howard suggests “opening” the school climate by forming
nonhierarchical teaching teams, including students in the evalua-
tion of their work, and revising the grading system to offer more
opportumitie for success. One unique idea 15 to interview a group of
the students generally thought of as the schoaol's “losers” and to
form a task force to do something about one of tlzleir concerms.

H @ Howard; Eugene R. Schoof Discipline Desk Book.
West Nvack. New York: Parker Publishing Cornpany,
1978. 250 pages. ED 150 707.

In an age of increasing social turbulence, school administrators
are wont to blame discipline problems on ‘factors beyond their
control —lack of parental guidance, soctal injustice, or the media,

for example. Educators might not be able to.remedy all the ills of

society, but they can, Howard argues. do much to improve the
schools. The solution lies not s permissiveness or “get tough”
policies, but it the whole educational milieu

Tangible evidence lies in the dramatic reforms of schools like
Cleveland High in Seattle nnd Blauvelt Elementary in Cottage Lane.
New York. The inner-ity s¢ for example, was once the site of
riots. heavy drug use, high absenteeiswi, and discouraging agademic
achievemw,nt. With the guidance of an énthusiastic principal.
William | Maynard {see his article elsewhere in this chapter),
absenteeism has plunged, security offi.ers are no longer needed, 35
percent more students are college bound. and drug use has dropped
off considerably. Jo Ann Shaheen's admimistration at the suburban
elementary school has seen a significant reduction in problems on

,the buses, an end to lunc hroom and playground disturbances, and

impressive academic progress.




There is nothing miraculous about these suceess stories; morale 15
the key. Howard offers a wealth of practical suggestions for
principals who would fike to see a similar reinvigoration of their
‘own schools. Three chapters are devoted to rédcommendations ror
solutions to immediate issues—crime and violence. discipline
problems, and classroom disruption Howard’s counsel ra:.des from
 taking unruly students on a fétreat and organizing astudent security
advisoty committee fo improving the cafeteria and identifying
teachers who need help.
The three ensuing chapters address more fundamental

chianges—improving students’ seli-concepts, increasing student _

involvement, and improving morale with a more varied curriculum
Aglin, Howard's advice is pragmatic and to the point: he advocates
modifications in grading structures, athletic competitions that

, foster ethnic pride, and development of independent study
programs along with a-host of other ideas

Howard has no patience with hopeful conjecture; he looks for =

results, not gestures. Ali kis advice 1s founded on the expenences of
over one hundred schools that have tested these procedures. With
* its breadtfy and attention t¢ pasticulars, this work should be a
standard reference for all administrators who would rather deal
with morale problems than make excuses for them W
ﬂ@g Humanistic School Climate.” NASSP Bulletin, 60, 399
: - (April 1976), pp. 16-20. £ 149 642
Maynard’s acticle is a little short on thedry, but it is long on
specific and useful u:leas for improving school chmate. Maynard
'does not bother to outline his conception of what a humanistic
b school climate s or to make any generalizations about the elements
that make it dp, but he does tell a refreshing story of how Clevetand
High School in Seattle was made “amore satisfying place to be” by
; "qudenls and administrators working together” on projects that
tanged from implementing a shared decision-making meodel to

painting muwrals in the halls,
When Maynard first became Dﬂn(:lpal of Cleveland High. the

Maynard, William. “A Case Study. The Impact of a

students felt alienated, skipped class, and frequently requested to *

transfer to other schools. Three years later, students were proud of
their schocl, the absentee rate improved from 3$ percent per period
per day to 5.6 percent, and more students wanted to transfer into
the school’than out,

One of Maynard’s techniques for solving Cleveland’s problem$
was to form a school climate team of students and faculty to
develop projects and ideas designed to improve the school The
opportunities for shared decision-making that Maynard introduced
into the school included having teachers and students on

' committees that interview prospective staff members, make budget
decisions, and regulate “almost every function within the building
ﬂ@@ Schools.” American <Education, 9, 10 (December

1973), pp. 28-32. EJ 090 452,

Newell describes organization development (OD) as a means for

Newell, Terry. “"Organization Development in

3

improving the organizational climate in schools. He defines 63

organizational climate as “the varlety of individual and group
behavior pattems’ in the school. He explains that OD “rests on the
assumption. born out of sociological and psychological research,
that organizational health requires an organizational climate

characterized by mutual trust, “open communication, and -

participatory decision-making.”

Newell gives examples of various trainiog efforts that organiza-
tional developers have undertaken to improve communication and
problem-solving skills in schools in the Northwest. Schools whose
staffs participated in such training reported a decrease in teacher
turnover and a widespread feeling by teachers that they were better
able to make decisions and to.facilitate group decision-making.

Newell contends that the success of school innovation or reform

depends on a healthy organizational climate. When “this climate is
marked by distrust, lack of commitment to the infipvation, poor
communication, intergroup conflict. unclear goals. inéffective
decision-making, or similar behaviors, the chances for successful
reform are considerably diminished.” Thus, OD attempts to
facilitate needed innovation in schools by flrst creating a cllmate
ready to accept change. | -

Warning that OD is not a panacea. Newell emphasizes thal itls
not “neatly packaged” but rather a complex body of theory and

technique that must be used carefully and diffefently in each

unique educational system.

n? Phi Delta Kappa. Schoo! Climate Immon;'ement: A
Challenge to the School' Administrator. An
Qccasional Paper. Bloomington, |nd|ana.. 1974. 149

) pages. ED 102 665.
This papér is a lengthy and complete guide to enhancing schoo1
ciimate. kt is based on the authors’ belief in the importance of a
“humane” school climate. They view respect, trust. high morale,

_ opportunities for input, cohesiveness, renewal, and caring as mator

6

components of such a climate. Aimed largely at principals, the
paper envisions the administrator’s role regarding school climate a$
one of assessing needs, setting goals, and reducing goals to
manageable projects. Schools with high absenteeism, discipline
probiems. or faculty apathy will find suggestions here.aimed at
solving such problems.

According to the authors, the first and most significant step in
improving school climate is its assessment and analysis. Toward this
end, they reprint the entire CFK Ltd. School Climate Profile to help
administrators determine what aspects of school climate need
improvement. They also include a checklist to gauge vschool
climate improvement.

The publication presents ideas and sugsestions from several
authors as well as from 200 school administrators involved in school
climate improvement. Such suggestions inctude involving staff and
students i brainstorming sessions to identify climate problems.
organizing a collegial team to undertake school climate
improvements, and visiting other schools involved in school climate
projects. The paper also includes a seven-page bibliography of
readings, assessmer.t instruments, films, and “human resources.”

(Y
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—uaheen, Thomas A., and Pedrick, W. Roberts.
School District Climate Improvement: A Challenge to

“the School Superintendent. Denver: CFK Ltd., 1974,
154 pages. ED 105605, - <

Based on the Phi Delta Kapp3 publication for principals, this
lengthy paper focuses on the role of superintendents and other
central office personnel in building a vigorous schoo! climate
throughout the school district. Shaheen and Pedrick provide a,

.complete stepby-step gride for administrators who want to *

de\:'eiop “the healthy <'imate needed by the schoel district to
support positive growth,” , "

The tightly organized paper first lists initial goals for becoming a
school climate leader, then lists projects for attaining those goals
and how to go about thes:. Another section includes a number of
activities that facilitate the involvement of staff in setting climate
improvement goals. Finally, the publication lists school «district
climate determinants and describes “what each determinant might
look like in a school district where the climate for that particular
determinant is exemplary.” . e

Although examples of exemplary school climates are a bit less,
concrete than might be wished (“Each of those concerned with the
problem has input into the decision” or “Staff actively works
toward the elimination of failure”), these broad generalizations are
nevertheless flexible enough to be applicable to each district’s
unique problems o

The CFK Ltd. School District Climate Profile is included, as well
as & fifteen-page bibliography of readings, assessment instruments,

and persons knowledgeable on the subject
, Understanding” NASSP Bullétin, 62, 414 (Ja..vary
1978), pp. 69-74. E) 171 516. a

“Most teachers have been well traned in their subject areas.

Tippitt, Albert G.; Tripp, Robert; Bibb, Charlotte; and
Davis, $. John. ”A Change Effort in 3-D. Intentional

However, teachers and admunis ators alse have tremendous °

impact on "the behavior of students and thew personality

-

development: Unfortunately, they have been given Yery little
training in Creating a climate in which people can work togetherin
peace.” Tippitt and his colleagues emphasize that educators may
defeat their own goals by paying inadequate attentioh to creatinga:
suitable atmosphere for, leaming. -

The most important prevention technique is simple

- vigilance=the schools must monitor their own health. Tippitt and

his coworkers report tnat the.Fairfax County (Virginia) schools have
adopted a three-step system that compels the district to take a hard
look at itself. The first phase of the program is assessment, a process
that seeks to define the climate of the school and measure
communication and paiticipation. "The underlying premise of the
assessment approach is that gathenng data provides a solid basis
not only on which to propose new programs, but also on witich to
modify policies and practices.” C

This first phase is followed by an on-the-job training program, a,
three-hour graduate seminar offered by the University of Virginia.
The seminar focuses on interpersonal and group.relations,
attempting to undermine any irrational attachment to the status
quo. Articulation, the final stage of the system’s forced self-analysis
and another “form of nonpunstive pressure designed to stimulate
change,” strives to keep educators and the public informed. .

Considering the effects of Iethargy or strife on the education of
children, school officials are bound to take any means possibie to
promote a harmomious environment. The Fairfax system cam only
be as effective as its participants, but at the very least it discourages
complacency. ’

37 3 Wiggins, Thomas W. “Principal Behavior in the
Schoal Climate: A Systems Analysis.” Educational
Technology, 11,9 (Septembier 1971), pp. 57-59. E) 046

738, - .

Instead-of examining the administrator's effect on the school
climate as most authors do, Wiggins examines instead the effects of
school climate on the administrator Wiggins sees organizational
climate as “the state of the organjzation which results from the
interaction that takes place between organizational members as
they fulfill their prescribed roles while satisfying their individual
needs.” This makes him different from other authors who see .
v danizational climate as something, that produces certain
behaviors rather than something that is produced by these
behaviors. ’

One corollary of Wiggins’s theories is that principals are more
influenced by organizational climate than they influence it. He
believes that we must reexamine the theories that maintain that the
“power, authority and influence of school ‘principals provide the
major source of thrust and 'significance to the educational
enterprise.” ,

Specifically, Wiggins believes that principals are greatly in-
fluenced by a need for the internal approval of the staff and the
external approval of the district. He has noticed that “the principal’s

. personality becomes gradually dominated by the school's

expectations as the fength of time he is in school increases.”



1

L

-

) _Apparentlv Wiggins does not see this state of affairs as inevitdble,
-however. He believes his theory has implications for the chogsing
and training of school principals “who ¢7n contribute applicable
expertise to the total system and. not merely perpetuate existing

. fraditions.”

ﬂ? Wood, Fred H. “Attitudes toward a Personalized,
} individualized High School Program.” NASSP
. Bulletin, 60, 399 (April 1976), pp. 21-25. E] 149 643. °

In this article, Wood describes a program designed to improve
school climate by individualizipg instcuction. improving
communication, éxpanding learing options; and personalizing the
relationships among leachers, students, parents, and adminis-

"trators. This program is the Institute for the Development of
Educational Activities (HD/EA) change program for high schools.
also referred to as the Leaming Community School (LCS) model.

This model, as adopted by MeCluer North High School in St,
Louis County, Missouri, in 197172, included contracted leaming
and out-of-school learning options for students as well as teacher

_advisors for every twenty students. These advisors helped students

" plan a personal leaming program as well as reported progress to
parents. In addition, a teacher advisory decision-making group was
appoipted, an extensive parent communications program was

& developed, and a number of parents and other adulls became
involved in the school through the out-of-school leaming program.

Results of the program that had direct effects on the school
climate included students’ positive feelings about the school and
their teachers; the staffs’ positive feelings about their profession,
students, and the principal; and parents’ support of the school,
teaching staff, and curriculum.

s
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Leadership
Effectuveness

n 7 5 Baldetson, James H. “Principal Power Bases; Some
Observations.” Canadian Administrator, 14, 7 (April
1975), pp. 1-5. E) 115902, -

Certamlv, one mark of effective feaders is that people follow
them. Balderson questions, “Why do teachers comply {willingly or
unwillingly) with advice or demands from principals?” Do effective
leaders use the carrot or the stick or neither? In his attempt to find
out, he collected data from 426 teachers in a westem Canadlan
urban school district.

Baldersofi began by'defining five types of power: personal (based -
on personal qualities). exgert {based on relevant expertise), reward
{based on ability to bestow special benefits or help), coercive(based .
on abilify to give punishment), and fegitimate (based on positlon or
status).

He then asked the teachers what kind of power they believed
their principals used. Teachers in a majority of the district’s schools
perceived that the principal utilized a form of power based on
erpertise. Interestingly. the reward category was empty.

Most revealing of all was Balderson's correlation of principal
expert power with a number of other teacher and principal
characteristics, He found that schools with principals whose power
appeared to rest on expertise also received high scores in teacher
morale and satisfaction with principal performance. In these

.schools, principals appeared to favor (1)} teachers doing an effective

job helping students learn, (2) teachers experimenting with: new
ideas and techniques, and {3) teachers suggesting ideas, to improve
the school. Principals who were viewed as using coercive power-
scored low 1n all these areas, “

Balderson concludes, “The data suggest that stafi morale and
commitment to the improvement of schiools in this and other
districts would increase if principals purposefuily adopted
administrative and supervisory practices based on expertise.” )

n 7 6 Brainard, Edward. Individualizing Administrator Cop.
tinuing Education. Ari Occasional Paper. Denver:
CFK, Lid.. 1973. 72 pages. ED 089 422,

“To perpetuate effective leadershipy a school district must
provide a program whereby each of its administrators has an
opportunity to patticipale in an individualized and continuous
program of self-renewal.” Thus Brainard introduces this
individualized program for administrator inservice training. In this

.program, each administrator determines his or her own goals and

needs for becoming a more effective leader, works out strategies to
accomplish the goals, and integrates these strategies with actual
school improvement projects. According to Brainard, the program
results in a “better school and improved leadership abilities of tie
administrator.”

The experience of forty-five school districts actually operating
individualized continuing education programs is suinmarized here.
Central to the programn is membership in a collegial team of
administrators involved in similar activities. Usually, team members
join together in seminars on topics of common interest. Most of
these teams have concentrated on the development of
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management gkills such as cmduclirfg needs a.SSessmenls. defining
goals and objectives for school improvement projects. improving
communication with teachers and students, assessing school
climate, and developing accountability skills.

Brainard includes thorough step-by-step instructions for
estadliching an administrator continuing education program for all
types-of administrators. A form s includéd for setting down
institutional and personal goal staternents, relevant activities and
stratégies for reaching goals, and evaluation brocedures.

Dunifon, William 8. “The Dimensions of Educational
Leadership amid the Unfamiliar ” Paper presented at
the Canadian School Trustees’ Association Congress
on Education, Toronto, June 1978, 20  _ges. ED
number not yet assigned

“We are experiencing more than a haunting sense of doubt about
the capabilities of our "leaders’.” observes Dunifon Traditional
leadership approaches no longerwork Some leaders are spendinga
quarter of more of their time in leadership traming actmties
designad to reinstate their lost leadership effectiveness.

The reason? Dunifon maintains that leaders today do not
undensiand that leadership does not exist th a vacuum. ftis, instead.

W77

inextricably entwined with parllcular characteristics of followers

organizations, and even leaders themselves,

for one thing, to lead effec'lwelv leaders must understand the
social, economic, and political climate. In education. if money is
tight or if the public is clamoring for more emphasis on basic skills
or high test scores, ceitain kinds of leadership behaviors are called
for.

Too, the effective leader considers the needs of the individuals in
the organization, pasticularly their need for structure and control
At the same time, leaders must consider their own needs. Poor
leader mental health and ultimately poor orgamizational health
result when a Jeader tries to use a style that is incompatible with his
or her own personal needs,

Yet another .consideration in determining an appropriat?
leadlership approach is the particufa task at hand Emergency
situations ar prolecte with tight deadlines may require more
autocratic approaches to leadership.

Dunifon presents a continuum of leadership styles from which a
leader can choose. This continnum ranges from autocratic through
democratic to “abdiocratic” in which a person in a leader position
abdicates his or her role entirely. Although Dunifon does not say so
explicitly, it is clear that o him the best leadership approaches liz in
the middle of the continuum.

pages ED 147 920.

This review, written for an audience of secondary school
principals, tliscusses in concise, readable language some of the
empirical 1asearch that has been dane concerning effective school

ERIC Oearinghouse on Educational Management,
Leadership: Improving 'ts Effectiveness. Research

Action Brief. Eugene: Uraversity of QOregon. 1978 4.

* leadership.

The discussion focuses on three familiar aspects of leadership 67

effectiveness. One section considers Fiedler's observation that
“effective leadership means having the right person in the right
situation.” A leader performs best when meaningfully challenged
by the position. according to Fiedler; “a safe, secure. and well-
ordered environment may not always be a productive one.”

A second section focuses on Kunz and Hoy's conclusion that
teachers are most willing to accept the professional leadership of
prncipals who are high in initiating structure (the ability to establish
order in the school environment) and consideration (the ability to
develop good relations with subordinates). Of the two, though,
“maintaining a well-ordered school is apparently more desnrable
than maintaining a friendly one.”

The study then examines decision-making. One wav.principals
can become more effective leaders is by implementing programs of
participative decision-making (PDM). Evidence indicates, that
involving more people in decision-making canlead to themaking of
better, more correct problem-solving decisions. In addition, PDM
can increase the satisfaction of those who become involved in
decision-making. However, making decisions by majority vote can
become competitive and frustrating fof participants and should,
therefore, probably be avoided.”For many schools. . . a centralist
PDM program may be most desirable, with the principal, as group
leader, soliciting the opinions and insights of collaborators but

retaining final decisional authority.
Brief. Eugene; University of Oregon, 1978. 4 pages.

79
ED 155 775.

Borrowing a phrase from Tannenbaum, this review points to a
*middle way” of managerial control “between rigid hierarchical
control and chaotic decentralization.” In language that is clear and
simple, yet never simplistic, the report integrates the findings of six
empirical research studies into 4 coherent thesis on the nature of
managerial power.

Traditional decision-making systems are based on the
assumption that power in an organization is finite—"a limited _.
entity to be divided like a pie among dinner guests.” The research
cited here, however, suggests that this finite view of power is
madequate. Instead, as in the parable of the loaves and the fishes,
the more power is shared, the more there is to go around.

Tannenbaum, for instance, discovered that supervisors who
allow themselvs to be influenced by their subordmates have more
mnfluence over subordinates. Thus, these subervisers, by sharing
their power, become more powerful. Bachman, Smith, and
Slesinger likewise found that.the more control salesmen had over
their office manager. the more control the manager had over them.

- Hornstein, on the other hand, found ‘that when teachers buieve
their principals have a lot of influence over what gos on in schools,
these teachérs also perceive their own influence to be high.

The resuits from these and ather studies indicate that for leaders
to be truly effectve they must share power and yet not be afraid to
exorcise influence The review concludes with implications almef‘
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68 particularly at school principals. “Pancipals should not fear the

shanng of power. Nor should they be afraid that higher levels of
control will kill employee satistaction. In a2 paradoxcal system
where power and control can grow 1 mutual abundance, the

principal should not fear beng left out at the power table *
McGraw-Hill Book Company, 1967, 310 pages. ED

JItS

Fiedler, Fred E. A Theory of Leadership Eifectiveness.
McCraw-Hifl Series i Management. New York.

Despite its age. this 15 one of the most important and wiluential
studies yet made of its subject The heart of the work s Fiedler's
Contingency Theory, which holds that leadership effectiveness is
contingent on a good match between an indw:dual’s leadership
style and the needs of a'situation.

The Contingency Theory identifies two leadership styles Human
relations-oriented leaders are motivated pnmanly by a desire for
good interpersonal relations wath their subordinates Task-onented
leaders are most concerned with success ih carrying out the task at
hand.

The key vanable in determuning which style fits the needs of a
situation 15 the favorability of that situation Favorability is affected
by the quality of feader-member relations in a group. the degree to
which a group’s task 15 str  ured, and the formal power the leader
derives from occupying his - her position In general. a situation
becomes more favorable as leader-member refations improve, the
task becomes rore structured, and the leaders position power
increases. According to the Contingency Theory. task-onented
leaders perform best 1n very favorable or ynfavorable situations.
while human relatons-onented leaders are more effective in
moderately favorable situations

The greatest vaiue of the Contingency Theory may well be its
success in showing that the needs of a specific situation, as well as
the qualities of a leader, cah influence leadership effectiveness

ST

Gorton, Richard A., and Mcintye2, Kenneth E. The
Senior High School Principalship. Volume i The
Effective Principal. Reston. Virginie  Natio :al
Assotiation of Secondary Scheol Principals, 1978 90
pages. ED number not yet assigned

Rather than theorszing about leadershup effectiveness. Gorton
and Mclatyre and then research team sought out sty effective
principals and treed to determine some of the secrets of therr
success. The researchers requested nomnations from drectors of
secondary education mn the departments of public instruction in
every state to make up a hst of effectwe admmistrators whose
names are not revealed n the report and, in fact, are guarded with
utmpst secrecy Interviewers asked these outstanding
adm.nmistrators and their coworkers questions about the
admmistrators  personal, professional, and s hool characterstics,
about the nature of thewr obs. and about their problem-solving
technicques,

The resuft1s an extremelY well watten and. at trmes. provocative

report. Substantiating theorists on leadership style. the authors
found no particular personal qualities or leadership style unique to
effective administrators Instead, they found that effective
administrators are often those in the most favorable situations.
They have strong support from students, teachers, and parents.
They have “a reasonable amount of autonomy.” And they have *a
reasonable amount of resoirces.”

Other findings. however, indicate that principals’ effectiveness is
a result of° more than just the good luck of finding themselvesin a
nurturing environment. As Gorton and Mcintyre put it “These
principals are also very people oriented, their strongest asset being
an ability to work with different kinds of people having various
needs, interests, and expectations.”

Two additional findings are of note. The first is that many
principals interviewed complained about “the excessive amount of
paper work demanded of them and their required atter dance at
district meetings.” The second (highlighted in Time magazine as the
most disturhing feature of a report they believed to be of national
interest) js that a majority of effective principals are not expecting
to stay in the principalship. They hope to move either to other
administrative positions or out of education altogether.

ﬂ 2 Halverson, Don E. Time Management. Revised,
Redwood City, Califomia: San Mmatec County Board -
of Education, 1978, 44 pages. ED 154 476.

Many administrators are prevented from being real leaders
simply because they have too much to do. Halverson has collected
numerous good suggestions to help educational administrators use
time more effectively. With no unnecessary verbiage, he presents
these tips in the form of short, wellorganized lists that can be
quickly and easily absorbed.

Intersperscd among these lists are thought-provoking quotes on
the value and proper use of time from authors ranging from
Callisthenes ("We can eithcr use the passing hours to implement our
plans. realize our dieans, strengthen our foundations. or we may
treat these hours with unthinking indifference, the moments
shppng through our fingers like fine sand on the shore”) to

73 '
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i . ask the authors of this repoft T

.-

Napoleon {’ The reason | beat the Austnans 1s that they did not
know the value of five minutes”),

Halverson lists some of the most basic rules for managing time
effectively: determine the goals and objectives in all major aspects
of your life; devote at least 25 percent of your work week to
personal improvement in your managerial role. block out a large
amQunt of time daily for planning in your major management areas,
know and keep track of where your time goes, pniontize your ime

“to match your highlevel objectives, and plan for and utilize basic
_ time management tools such as proper delegation. role definition,
and secretary development.

Included in the appendix are forms and checklists for setting
activity priorities, drawmg up 3 weekly schedule, and monitoring

time management effectveness
Decision Making in Curricufur. 1975, 10 pages. ED

ﬂ@ 102 684

“Where does the pnnapal ?%:r the decision making processt”

Knoop, Robert, and O'Reilly, Roport, Participative

then proceed to explain how 192
respondesnt teachers answered question of how lhev wanted
principals to enter the decision-making process.

Knoop and O'Reilly present enlightening data in an area central
to leadership effectiveness —decision- -making They found that
teathers wanted neither to have sole responsibility for curncular
decision-making nor to have the prncipal make afl the decisions for
them. Rather they wanted to participate in decision-making i a
way that would ensure therr deas being considered. Most teachers
queried preferred that decisions be made either by magonty vote of
teachers and punctpals or by the principal with a great deal of input
by teachers.

Knoop and O'Reilly use these findings to refute Mverss (see
elsewhere i this chapter) contention that the prncipal ought to be
merely afacilitator. According to thede authors. Myers maintans
that a principal’s role n deciston-making ought to be only to ensure
that proper procedures are followed and that demands of teachers
a~d communily residents are hstened to. The data suggest that
Myers’s sort of powerless facilitator is not really what teachers want
at all. Neither do they want a dictator. instead, “results indicated
that teachers desired to have their ideas considered rather than
make detisions themselves,”

ﬂ @ @ Kunz, Daniel W., and Hoy, Wayne K. “Leadership
. Style of Principals and the Prolessional Zone of

Acceptance of Teachers ™

Administr, ﬂ\“ Quarterly, 12, 3 (Fall 1976), pp 49-64
EJ 150 164,

Educational

Kunz and Hoy describe thewr study of how certan types of
behavior are related to leadership effectiveness The study s
interesting for its methods. as well as ts conclusions As thewr
measwre of a feader’s eff ectiveness, the authors used the willingness
of a subordinate “to hold in abeyance his own cnterra for making
decisions and to comply with orders from supenors

Teachers will not respond 1dentically to all types of adminis-
tratwe directives. However, the amount of administrative Control
teachers are willing to accept—the size of their “zone of
acceptance” —is relatively uniform in two areas. * jost teachers
consider decisions concerning matters of organizational mainte-
nance, such as meeting deadlines or making accurate reports, to be
a legtimate concern of admiistrators. Conversely, most teachers
and even m any admmistrators feel that admnistrators should have
very hittle control over matters in the personal domatn. specifically
“things that either have hittle direct relevance to the organlzatlon
andior are extremely personal” = 7

There 15, however, no such agreement among Ieachers about the
zone of acceptance tn matters of professional judgment such as
willingness to experiment or techniques for evaluating pupils. This
led the authors to suggest that the size of the professional zone of
acceptance of most teachers in a school might be a good indicator
of the principal‘s effectiveness as a leader.

Two types of behavior are most often associated with effective
leadership. The firstainitiating structure, includes establishing “well.
defined pattemns of organization, avénues of communication, and
methods of proceduie.” The second. comsideration refers to
“friendship. mutual trust, respect and warmth in the, relationship
between the leader and members of his staff.”

Kunz and Hoy measured how each of these types of behavior
affected the size of teachers’ professional zone of acceptance.

They found the largest zones of acceptance among teachers whose

principals were high in both initiating structure and consideration:
Further, the two qualities frequently went together. However, the
authors found that, of the two, “initiating structure was the
overriding factor which was related to the professional zone of
acceptance of the teacher.”

n g 5 azzarella, Jo Ann. Leadership Effectiveness, School
agement Digest, Number 16, ER{C/CEM Research
Analysis Series, Number 44. Burlingame, California;

and Eugene: Association of California School.

Admunistrators; and ERIC Clearinghouse on
Educational Management, University of Oregon.
1978. 46 pages. ED number not yet assigned.

Locking at leadership effectiveness from many different angles,
this digest_highlights current theories, research, and opinions on
leadership effectiveness. pMazzarella touches on some of the best
ideas on the topic from over thirty authors. She integrates these
msights with Iwely quotes and opinions taken from telephone
nterviews with a dozen practicing effective administrators.
Warning that there are no magical formulas. pMazzareha concludes
that leadership effectiveness appears to center around three
requirements: “an appropriate le'adership style. effective decision-
making structures, and a healthy educational chmate that fosters
good relationships with staff, students, and community.”

Before aiscussing what makes effectiveness possible, the author
begwns by asking, “What makes st .0 difficult?” She answers, “Many
admmstrators today feel severely crppled by a plethora of
paperwork and a lack of power. preparaion. time, and resources.”

*
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70 Solutions to some of these problems include more assistance. ime-

management techmques, leadership trawing programs, and support
from parenis. community, staff, and admwustration. All are
discussed, with citations for obtaiming further mformation
Mazzarelia notes that improving school climate has been
identified as an impertant facet of leadership effectiveness. She
summarizes the opinion of educators who hold that “if
administrators can create a healthy climate or atrwosphere, then
support from subordinates can be easily gamed ” Decision:
structurcs too are an important basis of leadership effectiven
Mazzarella otes a number of researchers and practicin
administrators who have concluded that participatve decision-
making is a crucial component to beng an effective leader.
Leadership style (seet by some as the only important prerequisite
to leadershep effectiveness)is a third facet of effectiveness, “Most
research on leadership style confiwms administrators’ expenence.
To be effective leaders, admmistrators must be both relationship-
oriented and task-onented; they must work well with people, and

they'must be able to get things done.”
8
ﬂ, [a) Dissent.” Natiopal Elementary Principal. 54, 1
(Septembgn‘October 1974), pp 1826 €] 104 149,

Despite his article’s title, Myers does not merely dissent from the
prevailing opinion that the prncipal s the critical person 0
contemporary education; he asserts its opposite. “the principal 15,
andwill remain. a functionary rather than a leader.” Further. this 1s
true of almost all principals. smce “the position, not the person,
largely dictates the principal’s status as functionary ” A vanety of
societal, organizational, and sociological-psychological factors
“severely constrain the actions and decision-making power of
today’s principal.” '

The functions of a public school are relatively permanent and
well defined; its policies areestablished so that it will be compatible
viith other schools in its district and across the nation. As a result,
the principal has neither the time, the ability. the power. nor the
mandate t0 make substantial changes in a school. .

In addition, a variety of organizational factors limit the
principal’s power. The most important of these is the rise of teacher
organizations, which evidently seek “to restructure the educational
sYstem entirely.” The principal has little power over teachers; he
does not hire, fire. or control salaries “He is. in short, powerless to
either reward of punish.” The rise of both collective bargaining and
professionalism have ¢ ombined to make the role of the principal an
increasingly marginal one—a mediator rather than a feader

Finally, evidence suggests that even when a principal does
succeed in introducing changes, those changes may not be of much
value in improving a school.

&3

Myers, Donald A, "The Chautauqua Papers: A

Sexton, Michael J., and Switzer, Karen Dawn Dill.
“The Time Management Ladder”- Educational
Leadership, 35, 6 (March 1978), pp 482-83, 485&6 E}
175 684, .

RIS

Differenhating between a mere educational manager and an
educational leader, Sexton and Switzer offer suggestions to help
“supervisors and princpals” move "up the time management
ladder” to become true educational leaders. Sexton and Switzer see
one critical difference between educational managers and
educational leaders; how they use their time. "The leaders use time
to their éwn advantage.”

The authors wdentify three levels of administrator tasks: (1)
professional and goal functions, {2} cntical or crisis functions. and |
(3) mantenance functions. At the top of the ladder are “success
seekers” and effective leaders; ap the bottorn are mere “failure
avoiders” and “maintaners of the status quo.” The administrator
who spends too much time at levels two and three will never make
it up the time-management ladder.

Sexton and Switzer have identified “the most common pitfalls of
tmewasting” for admirstrators. These include “number three”
type telephone interruptions, any phone conversations longer than
five minutes, effective delegation of duties, trying to do too
much, and visitors who drop in with “number three” priorities.

As a prime example of how educational leaders ought to be
spending ther time, “maintaining high visibility” is suggested as an
important number-one-level activity. “Supervisors who insulate
themselves from teachers and students will not he able to stay 'n .
touch with the reality of the school.” :

The article includes a “Time Management WeEHY Log” for
administrators to log how time is spent and classify each activity by
level of importance. They suggest that such tabulation for one week
is the only way to get a clear idea of how time is really spent.’

Spiess, Jack, “Concepts of Leadership.” 1975. 15
pages. ED 102 680.

This document is a general survey of what is known about
leadership. Despite an abundance of Iiter,{ture on the subiect, some
aspects of leadership are still surrounded by confusion and
uncertainty. The author finds, for exalpple, that “very few of the
numerous lists of leadership traits harle many items in common.”
ExPerts cannot even agree about fhe relationships. between a
leader’s effectiveness and his or her “chronological age, height,
weight, physique. energy. appearance, dominance, self-sufficiency,
emotional control, and extroversioh-introversion,”

These facts suggest that it is nof simply the traits of the potential
leader, but how well they are suited to the needs of a specific
situation, that determine how successful the feaderwill be. Because
effective leadership does vary with different situations. all people
possess some leadershup capabilities. While nearly everyone has
what it takes to be an effective leader in some situations, almost no
one can lead effectively in all situations.

Ewdently. the effective leader should pe able to perform wo
primary functions. The first, facilitating goal achievement, is the
leader’s success in helping the group accomplish the task at hand,
The secong leadership function. group maintenance, is the leader’s
ability to maintamn good interpersenal relations within the group.
Both functions are instrumental in effective leadership, though the
relative importance of each will vary according to the situation.
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Tye, Kenneth A. “The Times They Are 2 Changin’ for
School Principals.” Thrust for Educational Leadersfup,

7. 1 (October 1977), pp. 47, E} 172 935,

This article discusses some of the ways in which the professional
sole of the school principal is changing in contemporary education,
Today's schools face problems different from those of the past. In
general, these new problems, complex and without easy solutions.
are combining to make. the principal “the critical person in the
educational process.”

Tye suggests that’ it is important, therefore, to distinguish

. between - two roles the principal may take: an administrator
(oriented primarily toward maint aining the status quo) and 2 leader
(functioning as an agent of change and growth). Most of today’s
principals have been selected and trained to serve as
administrators, but education might be better served by “principals
who define themselves and are defined by others as leaders.”

Tye emphasizes three areas where a principal’s leadership is
particularly Important: goal attainment, human processes, and the
school’s sociopolitical contaxt. Goal attainment is the school’s
succass in doing its job of educating. Human processes are the
interpersonal relationships and interactions within a school. A

-principal attends to -a school's sociopolitical context by

underitanding politics and recognizing how a school fits the needs
of the larger society it serves. A fourth dimension of leadership,
.perhaps the most important of all. [s the principal’s self-awareness,

" the ability to assess—realistically —his or her own strengths and
weaknesses.

Utz, Robest™ T. “Principal Leadership Styles and
Effectivenéss as Perceived by Teachers.” Paper
presented at American Educational Research
Association annual meeting, Chicago. April 1972, 11
pages. ED 064 240, ¢

Utz reports on the findings of a survey of how experienced
teachers evaluated school principals. Subjects were first asked to
“characterize the overall perforrnance of their principals on a scale
ranging from “excellent” to “poor.” At the same time, the teachers
also evaluated, principals according to the levels of concem they
showed for “production” and for “people.” The results, as expected,
showed that principals rated as “excellent” had “significantly
higher mean scores . . . in both the ‘Production’ and !People’
dimensions than did principals ranked in each succeeding lower
category.”

Survey responses also made it posslble for the author to develop

. profiles of “excellent” and /‘below averagelpoor’ principals. An
excellent principal is characterized by direct interaction with
teachers—orienting new teachers, soliciting a wide range of
opinions before making policy decisions, and evaluating feachers’
performance honestly, emphasizing suggestions for how to
improve. In short, an effective principal is “respected and trysted by
the teacher and is seen as one who cooperates with the teacher in
getting the job done.”

. Conversely, the lowest.ranked principals lended to be much less

involved with their teachers, providing minimal orientation for new
teachers, utilizing little or no teacher input in program plannmg.
and seldom evaluating teacher performance.
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Team

ﬂ@ﬂ Boles, Harold W. “An Administrative Teami” fournal
of Educational Administration, 13, 2 {October 1975),

pp. 73-80. EJ 134 517,

In this report on the management team in one Michigan school
district, Boles cites a situation that is all too common. His report
reveals that the management team existed in name only. The term
~administrative team” was being “applied to periodic meetings of
individuals who were in no sense ateam.” While the team included
principals and assistant principals, teacher requests for
participation on the team were never acted on. Meetings were not
convened along carefully prepared agendas, and items of interest-.
to only a few members were often discussed in the presence of the
entire committee. The word “policy” was often used to refer to
things that were clearly not poficy. The consideration of goals,
philosophy, and curriculum was almost totally omitted.

This apparent confusion conceming areas of authority and
responsibility was corroborated by Boles’ testing instrument. He-
discovered that there was no consistency in terms of the
expectations members of the tearn held for each other. In only one
case was the individual's self-evaluation the same as the other
members’ evaluations of him. —

Boles concludes that the team concept and the idea of

management by objectives had been instituted in this case without
being clearly understood. Members of this team were not receiving
the necessary feedback conceming their performance, and they
were unsire what behaviors to expect from others on the team.
Boles recommends the use of his questionnaire to gauge
performance expectations and to provide feedback.

ﬂ@@ Burk, James M. “Developing an Effective Board- .
: Administrative Tearn.” Paper presented at the
National Schoo! Boards Association annual meeting,

Mwn March 1977, 10 pages. £D 137 981.

| believe the local school-board. superintendent, principals, and
supervisors must work closely together as a teani to meet the
complex challenges of education today.” Burk also strongly
believes that the organization of administrators into bargaining
collectives of unions seriously threatens this integration of
m anagement by setting the administrators apart as a block.

That collective bargaining is an increasingly popular idea among
administrators is well documented by Burk. According to a recent
NASSP survey, 50 percent of the association’s membership favor
collective bargaining for principals, and almost one-third are "
already organized into collectives {Educators Negotiating Service,
February 15, 1977).

Burk is a member of a school board that has taken positive steps
toward involving administrators and superyvisors in policy decisions.
The latest development is the creation by the board of two
committees, composed of both board members and administrators.

The procedural committee’s purpose is to establish an objective,
open-minded dialogue between the board and the administrative
staff. Discussiop includes such concerns as the extent of
administration involvement in decision-making, the mutual
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identification of problems and issues, and the establishment of
objectives and goals.

The economic committee’s purpose 15 to discuss salary plans and
fringe benefits. This separation of discussion topics has helped
.alleviate problems encountered at former meetings at which salary
discussion was mixed with dusCussnOn of the overall operation of the
school system.

Coctia, Joseph A. "Point. PrinCipals: Not Middle
Management,” and Barea, Notman. “Counterpoint
Principals —Yes, They Are Management.” NASSP
Butletin, 61, 405 (January 1977), pp 79-84 E| 158823
and 158 824.

One problem iohlﬁuting the development of the management
team is the question of the principal’s role. 1s the pnncipal middle
management or is the pnncipal more properly a teacher? This is
perhaps the single most important issue facing the district that
wants to implement a management team.

Coccra argues that the reclassification of “pancipals as middle
management is of recent vintage " They are considered team
members only when admimstrators find ot convenient While
Coccia acknowiedges that the team feeds an instinctive need for
“identity and status,” the principal should be regarded as “the mas-
ter teacher” and should be allowed to “be part of teacher
organizations and should have representation on teacher
bargaining wunits.” Two benefits would accrue to prncipals i
teacher unions. First, principals would want what 15 best for thewr
_staff, and their organizations would function better Second,
“teachers might be less anxious in bargaining sesst0us 10 divest
principals of their powers. I

Barea argues that while many of the precogatives principalsonce
held are now formalized by a negotiated contract, the fact remarns
that the tasks =»numerated in the agreement are “glearly
managertal  In Michigan, for example, general school laws define
tlie principal’s duties. The principal is responsible for the operation
and evaluation of educational programs The principal adwises o,
matters of promotion, discipline. scheduling. budgettng, and much
more.

Only two courses are open to the princCipal, who now carries
*more responsibility with less authority” than at any other time

- Either the principal must be [?arl of a management team that truly
- works or he must belong to a principals’ orgamization that

negotiates formally with the board Barea sees no other
alternatives A princippl who becomes part of a teaching
organization risks becoming a ““pawn of the faculty

19

Erickson, Kenneth A., and Gmelch, Walter H. Schoof
Management Teams: Their Structure. Function. and
Operation. ERS Monogeaph. Arlington, Virgima.
Educational Research Service, 1977 66 pages ED
144 230.

A central administrator may share differing fractions of his power
and responability with an adminsstrative team, depending on his

position on Maslow's hierarchy of needs. An insecure administrator

may feel better with a traditional, hierarchical organization,

charactenized by centralized decisson-making and extemal control
of employces. On the other hand, an administratoru\?se basic
reeds are fulfilled and who 1s more concerned with esteém and self-
realization may feel better about sharing decision-making with a
team. Erickson and Gmelch encourage administrators to analyze
themselves and gear the team organization to their needs, irstead
of blindly fcllowing a model unsuited to them.

The authors encourage a similar analysis of the peeds and
readiness of potential team members for a power sharing system.
They include a number of useful figutes and tables to help in this
analvsis,

The change from a traditional hierarchy to a management team
is most often a slow process, requiring that team members be
educated in the technigues of group process, decision-making. and
goal identification.

A clear understanding of the decision-making process is
particularly ¢rucial to the success of a managementteam. There are
four major modes of decision-making: chief administrator makes
decision without team consultatiors; chief administrator makes
decision with consultation: team majority makes decision; and
team consensus makes decision. The authors stress that the method
should vary according to the type of decision, the amount of time
available, and other conditions. Consensus decisions, they note, are
not always of higher quality than those made by mdmduals—ut
depends on the circumstances. : .

The authors discuss size and compOsition of teams and self-
evaluation procedwes for teams. They also outline three common
team management models. Throughout, they emphasize that each
organization should assess its own needs as well as the needs and
characteristics of its administrative personnel before designing a

management team.
Danville, llinois. Interstate Printers & Publishers,

1976. 123 pages. ED 147 969.

Most schoo! administrators fit what Erlandson calls- Model |
behavior. as defined by Chris Argyris and Donald A. Schon. Without
much nput from others, the administrator defines problems,
formulates goals, works out procedwes. and then presents°his
approach to others i his organization. In effect he tries to sell his
position, and others must either 3unport or reject it, This results,in a
defenswve relationship 1n which the administrator is isolated and
information flow is hampered.

Model 1l behavior, on the other hand, 1s characterized- by the
jomnt development of a solution to a problem. The jont process
helps separate persons and plans, so that a group can attack aplan
without attacking a person.

The problem, of coxurse, is in the transition from Model | behavior
to pModel 1. Erlandson outlines a process to effect this transition
througli the administrative team concept.

In a workshop for admnsstrators aimed at making this transition

el

Erlandson, David A. Strengthening School Leadership.
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(described in detal by Erlandson). one of the most useful
techniques was role-playing A person would role-play his

the community .interfere withthesé goals. Because school

prncipals are often. forced To react to frontbumer issues, long-

antagonist while someone else played lim. As a result, the, person _Jange-planiiing 3and the goals of the organization may be neglected

could feel the impact he was having on hys antagomistThe-adthior
also suggests bringing in an outside consultant skilled 1n group
process techniques to help in the transition.

Often a team will fail to consider a broad range of alternative
goals, due to a deminant team member operating according to
Model | patterns, or due simply to the difficulty of the jisk
Recently, however, several processes have been developed for
systematically generating altematwes. Erlandson describes fully
oneé of these processes, the Delphi techmque, as a means of
bypassing the negative influence of Model | behavior.

Once goals are chosen, it 15 necessary to make decisions for

achseving these goals, as well as for regularly reexamining the goals

and progress toward them Etlandson explains in detail the "CIPP
Model of Evaluation” onginated by Damel Swfflebeam. a highly
structured system of de ciswon-making and goal evaluation. He also
qutlines a structured program for continual organizational analysis
and reform.

Il@ ‘ Frucci, John. “The Principal as 2 Key Member of the

Management Team.” Paper presented at the
National School Boards Association anoual meeting,
" THouston, mMarch 1977. 8 pages. ED 137 965.

All levels of the management team, from supenntendent to
assistant prncipals, must participate in the development of
management policies and concepts, This approach, commun 1n
business, allows fronthne administrators the opportunity for nput
into the total management process.

Fruccr stresses that the role of each tcam member must be
clearly defined, with particular attention to the intesfaces between
all areas and levels of management. Only when each member
understands his role ano the other members’ roles can the
management team concept work.

As an example of a working design. Fruccr presents in its entrety
the “Central Valley Admimistrative Team Model,” which in turn 15
based on the RACI mModel, a procedure 1n which Responsibility,
Approtal, Consulting, and Inforrmung are clearly defined functions.
Detailed rules define the procedure of policy-making from proposal
to adoption. using the RAC! designations. ’

Using this system, the team has developed several “management
statements” concerming operations of the school system. It 5
impartant to realize. however, that ia this model the school board
retains ultimate authonty for all school distnict policy, rules, and
regulations proposed to it by the team.

il

@ Haines, Gerald L. "The Management Team

Il 7 Advocates for Kids A High School Pringipal’s
Perspective.” Thrust for Educational Leadership, 6, 2
(November 1976). pp. 7-9. E] 156 379.

While everyone recognizes that schools exist to Prowide for
students, often the various needs of the staff. the organization. o

for the temporary issues. Only a true management team “can
develop congruence between the needs of all the groups . d direct
them toward the common goal of student success.” Under a system
of team management. all groups have an area of c¢lear authority.
and everyone is a manager. .

In an atterpt to create 2 comprehensive system with the goal of
developing “self-directing, self-motivating individuals” working for
the common good, Pioneer High School in Whittier. Califomia,
planned and implemented a management team program over a
four-year period. In 1973 the district sponsored 3 management
workshop for board members. the central office staff, and
principals. During the following two years, the high school wrote a
*school achievement plan.” which enumerated resources. specified
goals, and generated job descriptions. A number of district
workshops were sponsored, and as the plan progressed more people
were involved in the process.

Haines lays the success of the plan' to the fact that it was
predicated on building—The success and self-esteem - of the
subardinate. In addition, the plan was initiated at the board level.

Administrative Decision Making.” Clearing House:

51, 2 (October 1977). pp. 53-57. E] 170 973.

Increased complexity and size of school districts since World
War Il, as well as citizen demand for more specialized services in
their schools, have made administrative decision-making by a
school board or principal ‘alone an almost impossible task. The
“management team” concept. in which decision-making is shared
among all levels of the traditional school hierarchy. isone proposed
solution to this problem.

Haynes and Garner cite many examples of research studies In,
industry showing that workers in production tears produce more
afid are more satisfied than workers in traditional, isolated.
assembly-line positions Other studies show that shared decision:
making increases motivation to produce. as well as improves
communication and the quality of decisions.

Similar research in schools shows that teamwork also improves °
the effectiveness of teachers and administrators. As the principal
shares his or her leadership and the group defines common goals.
teachers become more responsible and initiate more activities. The
principal finds more acceptance for his ideas and receives higher
ratings from teachers for professional leadership.

Currently, one person—the principal —must answer for a
school’s performance, The authors believe that accountability
should be shared by the faculty. They propose inittating this
responsibility through the formation of teacher teams that would
collectively contract with a school board to provide their services,
in the samé€ way that administrative teams operate in business.
Other methods might include paying faculties a bonus when as a
whole they achiove certain set goals. or simply legally redefumng
teacher responsibility.

.

Haynes, A. Ford, Jr.. and Garner, Arthur E. “Sharing
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an Invitation to Trouble.” American School Board

n@ Lieherman, Myton. “The Administrative Team? it's
: * Journal, 164, 6 (June 1977), pp. 25-27, 46. E) 160 475.

Journal, 164, 6 (fune 1977), pp. 24, 26-27. EJ 160 474,

] 2®n Salmon, Paul B. “The Administrative Team? it's a
Step Forward for Schools.”” American School Board

Lieberman believes that the role.of staff on an administrative
team shoutd be strictly advisory, and not at all legislative. “The
ultimate decisions often must be made by top management, and
often of necessity they will conflict with the recommendations of
‘muddle management.” This view stems from Lieberman’s definition
of “administrative team” as standing for the general canons of
school administration.  * )

- " Lieberman takes a strorg stand aganst the “antrmanagement”

philosophies that permeate education today Instead of offering
"long-term contracts to principals to’keep them on top
management’s side, he suggests that “the way 10 encourage
teamwork is to make job security for middle managers dependent
upon their adherence to the policies of the board and top
management.” : .

When management is negotiating with a union. it is very
important that manarement present a solid front, regardless of
diffefencesv within the team. When an administrative team is
involved, it is more Yikely that differences will be displayed, and the
union may exploit these differences to win their concessions. There
is room for disagreement, adds Lieberman, byt once a district
positidn is adopted, everyone on the management side should

support it.
McNally, Haold ). -“A matter of Trust. The
Administrative Team.” National Elementary
Principal, 53, 1 (NovemberiDecember 1973). pp.

20
20-25. £} 085 992,

The old hierarchial structure of school districts 15 gving way (o
the more democratic processes of collective bargaining and
consultative decision-making. Specifically, the management team
is one aspect of this new democratic feeling. As McNally defines it,
the management team is not an informal social group or an “inner
circle” withow definitive status: Nor 15 any body that excludes
-principals consistent with the true idea of the team. Rather, it s a
group recognized by the board and supenntendent as part of the
“formal administrative structure of the school system.” The team
includes central office staff and middle management in the schools
and makes important decisions on policy and intefPretation of
policy.

To make the management team work, tryst and open com-
munication are essential. The role and responsibility of each team
member must be clearly spelled out. McNally ponts to a study of a
Michigan team that revealed much confusion and "role ambiguity”
on the part of team members. Fach team member should
participate in decisions about roles and decisions about goal-

. setting. The team must also be evaluated regularly to maintain its
effectivendss. .

McNally does not believe that the team will necessanly make all
the decisions in the district. But he does believe that its legitimate
domain can include the team’s salary and working conditions.

Salmon fully supports the team management concept. both on
its own merits as a decision-making too! and as a means of
preventing further unionization of middle managers. In this article.
he offers several suggestions for ground rules and operational
procedures for an administeative team. .

/
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initially, the team approach should be written into board policy.

and a team job description should be developed describing duties,
responsibilities, authority, and relationships among team members.

A method for coping with disagreements between team members

and superintendent must be established when the team first begins
its work. The nature of this agreement will depend heavily on the
superintendent. The superintendent may retain his “maijority of
one” status, he may seek mediation by a neutral third party. or he
may allow presentation of the team’s opinion ata board meeting.
But Salmon emphasizes that the superintendent must not
“structure the group so that there is one-way communication and
power emanating from him.”

Salmon suggests that eath member of the team should be
allowed to review proposed policies of the board of education
before they are adopted. and then file an Educational Impact
Statement with the superintendent. This would provide the board
with valuable feedback on the possible consequences of proposed
policies.

20

Schmuck, Richard A, " Development of Management
Teamwork: National Overview.” Paper presented at
the Educational Managers Annual Academy,
Wemme, Oregon, luly 1974, 7 pages. ED 094 456,
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Schmuck sees a paradoxin modem institutional hic. As hife grows
more compleX, peuple become mncreasingly inteidependent on
each other. To be successful. an institution requires the
collaboration of many indwiduals. But at the same time, individual
diversity often works against collaberative interdependence. That

. Js employees need to speak for themselves, to feel therr voices are

heard’ concerning the issues that affect therr ives In tradional
organizational structures, this human dwersity and unsqueness are
often squelched. But not so in team management, which in fact
explots individual talents and members’ strengths to reach wise
decisions. Key to the notion of the management team s that
members hold “some degree of reciprocal influence over one
another.”

The advantages of the team are manifold The increased input
from all parts of the school distnct can give "an increased
understanding of how the district structure works” Input from
mmority groups can ncrease’ the effectiveness of planning
Because collaboration in decision-making results in an “increased
sense of psychological ownership in relation to managenal
actions,” a group decisian 15 more likely to be fully smplemented
than a decision that s merely shuttled down from district
headquarters. .

The size of the team itself 1s crucial It should be large enough to
encompass representatives from all subsystems and still small
enough for face-to-face discussions and collaboration The team
should typically not exceed 15 members Large districts will have a
sertes of teams with members i “link-pin” roles serving on the
deliberations of at least two téams Some teams are permanent,
some are temporary

The goal of team deliberatians need not be 100 percent
agreement. The goal 15 primanly that_everyone understands the
1ssu¢ at hand, can paraphrase it. has a_ hance to ar his or her
feelings, and 15 at least w:lllng not to sabotage the majonty’s
decision.

@ Sharpe, Fenlon. Trust—Key to Successful

2 Management. Eugene. Oregon School Study Counail,
University of Oregon. OS5C Bulletin, 19, 2 {October
1975), 23 pages. ED 113 827.

The concept of team management js attractive because
members of the team “hecome more vitally involved in the
planning and implementing processes” than they might in some
other kind of organizational decisioirmaking process. But the
greatest drawback to the effective functioning of the team is the
same one inherent in every large organization. That drawback is the
1ack of teust in everyday communications and interactions.

Sharpe wnites that “trust is an act of willing dependence by one
person upon another or group of others.” This willing depende ce
involves a great deal of emotional risk. however.' The nsk i
minimized in .t hierarchical organizational structure in which
decisions flow from the top down. A plethora nf rules and
regulations further protects members from risk by clearly specifying
acceptable and unacceptable behaviors )

A refusal to share decision-making, power implies that “ordinary
participants in theo enterprise cannot be “trusted to exercise
responsibility.” Sharpe cites a study that reveals how a climate of
misteust affects worker and managerial attitudes. Communication
becomes distorted, and there is less originality of thought, a fear of
controversy, and greater emotional instability.

The responsibility for engendering trust lies with the educatlonal
leader who must learn to teust himself and others, He must be
willing to delegate important decisions to other members of his
team. With this increase in trust comes anincreasedeffectiveness in
problem-solving, increased emotional stability, and greater
intellectual development. '

2 @ Stare, Warren D. “Forging the Administrauve Team.”
NASSP Builetin, 62, 414 (lanuary 1978), pp. 16-20. El
177 506.

Most school administrators have had little training in group
dynamics, team building, decisionrmaking, and leadership. Starr
recommends that administrators familiarize them selves with these -
“new tools” as well as foak at working models, such as the
administrative team in the Yakima (Washin gton) School District..

This school district uses a “position papers” process. A position=
paper 1s an agreement 1n wnting between the chief administrator
and the management team members that outlines specific
procedures for working on and solving problerns in any specific
area of concem. Any team member can propose a topic for a
position paper, after which the contents of the paperare worked out
between the team and the chief admlmstrator

Starr gives as an example ‘a position paper on administrative
hinng. The “Opportunity” section of the paper covers the purpose
of the paper and the philosophy of the hiring process. as well as
defines “admimistrator.” The “Proposal” section states, indetail, the
actual rules @nd sequence of events in the hiring process. The
“Evaldation” section outlines feedback procedures for evaluation
of the hiring process.

After a year's use of this method, Starr notes “a: notlceable
reduction in friction among team members Consistency in
procedure has bred trust and openness and has increased the
credibility of both the chief administrator and the team members.




*

EA 011 114

Parent —
Evaluation of
Schools \.

. 2 @ Mmen, Roy. SEA Parent Opinion Survey--1974 Final,

Keport. Minneapolis: Southeast Alternatives
Program, Minneapolis Public Schools, 1974. 79
pages. ED 115 683.

How can parents best be involved in the evaluation of schools? In
the Southdast Altematives (SEA) Program in Minneapolis, parent
evaluation is only one part of a larger atternpt to involve parents in
all parts of the school program..

For the SEA Parent Opinion Survey, three schools were selected

‘as sites to test “alternate school styles.” Because of the

experimental nature of the project, schogl officials wanted to
maintain @specially close contact with parents. Administrators
regularly sought.out individual parent's opinions as well as group
opinions on issues. Parents served on advisory councils and policy
boards, and they prowded feedback by means of questlonnalres
and interviews.

The personal gpimon questionnaire has become one of rhe most
prevalent means of gathering evaluations of school prograss. It
cun be distfibuted on alarge scale for arather small tost and ¢an be
used to soficit a great‘amount of diverse information. in the SEA
survey, Almen repofts that all parents received two questionnaires,
Fhe first, more general set, was the same _for all parents; a second

cket of questions pertained fo the specific experimental school
their children attended. Parents were asked to evaluate new

rograms as well as their children’s prdgress. Thev were asked how
hey preferred to have their children's.progress reported to them.

- Perhaps as important as the mformatI?n about the experimental

p}ograms were the oplmons of paretits conceming their own .

in Ivement in schoal policy. A majority ‘of parents believed that
th ir interests would be best served by an "elected group” that
"parln:upate[d]dlrectlv in making decisions.” A majority of parents’
were safisfied with their opportunities for involvement. Forty
percent had volunteered for duty in some capacity.

2@@ Fedorko, Helen Therese, and_ Rhodes, Doris §. “Co-
operation Is the Key.” Momentum, 7, 4 (December
1976), pp. 17-20. E} 158 7.

Parent evaluation of schools cannot take place unless parents’

aré brought into the roupd of activities that occur in the school.
According to these authors, home and school attitudes are related
<and must be mutually reinforcing. Parents must be fully involved
with their children’s education, and teachers and schools must be
geared to help parents ”state the goals they have for their indmdual
child.”

Unfortunately. many conditions thwart this ideal close in-
volvement. In many homes both parents work, More families than
ever before are led by a single parent. In these homes, school
actjvities must compete with a great many other respohsibilities.
But even when time does €xist, many parents are intimidated by the
school atmosphere, Likewise, teachers may feel the presence of the’
parent in the school or classroom as an intrusion into their domain,

The authors recommend a program’ in which parents can
comfortably observe their children’s jeacher in the classroom.
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78 Parents can observe “current methods of instruction and tech-
.niques of behawior. control and classroom management” An

informal disc ussionfinformation area could be provided for parents,
and program directors could occasionally make presentations to
parents on educatlonal topics., «

Feldmeuer Rohert A, and McCready, Esther Ann.

Information for Parenis on School Evaluation,

Princeton, New }ersey ERIC Clearinghouse on Tests.

| ™Measurement, and Evaluation, 1974 7 pages. ED 099
432,

Early in thewr tnves't:gatlon of various guides wntten to help

20),

. parents, evalbz'e the; quality of their schools. Feldmesser and

McCready began to | wonder “whether ‘there 15 much genuine
dlsagreement. at the non-technical level, about what a good school

" Much of the htesature fc-uses on facilities, student- teacher
raltos, school atrnosphere, and test scores,

School districts themselves afPgenerally ready to provide much
of this statistigal information. Several of the guides recommend
that principalé be used as sources of information about test scotes,
school policies, testing programs. and special education programs
Some of the guides under discussion provide evaluation forms that |
parents can ask principals to fill out And almost invanabl e
guidles recommend & personal visit to the-school itself.

7 But the authors note that the evaluation guides all have a similar

a working relationship between parents a\nd ard\nbers ”* The =

message from parents was "beyond reconc;llatlon an lmpossuble
to sidestep.”

. So began a yearlong evaluation of the school. From a general |
open meeting in which all parent opinion was solicited, a task force

of one huncred volunteer parents, six teachers, and two. district
directors was sciected. A umversity deaniof education chaired lhe
force. "

Ferguson reports that his role as principal durlng this difficult
year was to keep a low publi¢ protile and to maintaip staff morale
while the school was under scrutiny. Parents observed ¢ lasses without':
prior notice. They often pressed teachers for simple answers
to complex problems. Teachers needed reassurance that
staternents made in these situations “woul. not corne back to
haunt them in evaluations.”

“Ultimately, Centra! pmiddlé School was praised by the task force.
“Perhaps the greatest value derived from the study was a better
understanding by -educs 'y, articulate parents who did not
understand. middle schools and were somewhat perplexed . by

preadolescenl chuldren -
nd Executives.” Nation’s Schools, 90, 3‘(5 ptember

1972}. pp. 56-60. E} 063 188.

I-lamson, Charles H. "How Specialists Ma[c Schools

Business executives~in the process of relocating /n -a new
*commumty are often assisted i thesr search for a school
system by professional companies that keep accuraté records of

7 problem Because none of this information is quantifiable, and
/ because little or no information exists about the relationship

PAFullToxt Provided by ERIC

bétween the quality of education and the varidbles of class size,
buildings. or atmasphere. none of the guides specifies any priorities.
That is, they fail to discuss what items might be traded off for
others, sinceiit is unlnkelylhat%v school will exce; in all areas. Even
the.venerable school visit 15 of Questionable value, since none of the
guides offers a list of systematic observation procedures

The authors conclude that none of ti.ese guides is sufficient “to
enable the citizen to evaluate a school or schdol system, or even

particular aspects of it ”
2Dk

©.) Parent Evaluation?” National Elementary Principal,
56, 4 (MarchiApril 1977), pp. 71-73. E) 157 047,

Unfortunately, the evaluation of schools often occurs in a heated
political atmosphere This was the case recently at the Central
middle School in Newark, Delaware. where Ferguson is pnncipal A
group of well-educaled. affluent parents, concerned about
dechining test scores, busing. and a number of other socuaf 155u83,
petitioned the school board for the nght to evaluate the schooland
its staff. ,

The ssues, as Ferguson reports, were famiar OQes the call to

Ferguson, D. Hugh. “Can. Your School Survive’ a

“ return to basics, too much free time. a lack of discpline and

homewgrk, and not enough classes for gifted students Desprte the
unclear aims of the peutioming group and its own often
contradictory goals, rerguson thought that for the “school board to
appear skeptical of those credentials would have been dis,astro:.ls to

, many school districts. The information these companiies collect and

the methods they use_to collect 1t provide a helpful guide to
evaluating school systems in general.

Area Censultants (AC), 2 New York City firm, bases its evaluations
on the assumption that Ithe quality of a school system can be
accurately detemtiined from information about its high schools.”
They ‘beleve that “not only are educatrcnal asp:ratlons of lhe
community reflected 1n 1t5 high school . . . but more statistics can be
obtmned from a higl. school than from an elementaty school.”

What information does the fim collect? The company asks
school districts to fill out a I-I:gh}Sonol Data Form, v.;hlch_asksfor
sixteen facts, among them the number of grades in the high school,
current enrollment, average number in a classroom, student-
teacher rati0, percent of faculty with advanced degrees, number of
guidance cour.elors, percent of students who continue to collegé, .
teachers’ salaries, advanced placemenl subjects, and bonars |
courses of fered.

One specific plece of information AC uses in 1ts evaluations is the

number of periods taught per day by English téachers, “Englishis an

~ important subject that demands much of the teacher because of
the papers that must be reviewed and corrected. So the quallty of
_instruction has to be rélated to the number of classes the English
" teacher teaches”’ More than four penods is consldered too many.

Harrison’s guide and his additional *'Ten QUESIIO!‘IS" that school .*
managers should be able to answer are nnrnarllv intended for use
by professuona] ‘white-collar parents. /;
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211\ Johnson, Bruce. “Taping Parent Opion.” Instructor,
) 79, 7 {March 1970), pp. 144-45. E) 0n5 356,

Of the many means schools have devised to seek out and make
use of parent opinions about schools, Johnson reports onone of the
most creative. At Stanley Elementary School in Tacoma,
Washington, officials had a difficult time getting parents in this
racially mixed, low-income neighborhood to voice their feelings

- ahout school affairs. They were generally intimidated both in
. private meetings with teachers and mass meetings with school
bé)ard members.
" “To combat this situation, administrators at the school ssued
formal invitations to parents, followed by personil contacts, asking
othem to meet in “informal, round-table discussions on school
~ programs.” The discussions were scheduled in late afternoons and
&venings so working parents couid attend more easily

At ach meeting—with only three or four parents present—
a school official gave a brief mtroduction, started a tape recorder.
and left the paents atrne. In thes unstructured situation, they spoke
freely abo.t thair cor icems. Later the recordings wJEre echted mto a

.

1

longer tape, studied, and recommendations were drawn from it.
Johnson wants to lay to sest the myth that low-income parents
are not concerned about the education of their children, These
parents were deeply concerned about a variety of issues. They
wanted the schools to teach creativity, to encourage individualized
mstruction, and to promote ractal harmony. Johnson believes,
however, that parents in low-income neighborhoods do not need to
be involved in programs before they are implemented because the
parents are not familiar with many educational procedures.
of Research and Evaluation, Minneapolis Pubti¢

Schools, 1974. 27 pages. £D 117 138.

When Minneapolis recently implamented a new desegrega-
tionfintegration plan, the minority population of Jordan Junior High
School nearly quadrupled in one year. To see how parents felt
about the new integration policies and about the quality of
education at jordan, a sampling of parents in all racial groups was
taken by the Minneapolis Public Schools Department of Research
and Evaluation. ,

Parents were interviewed in their homes about three specific
topics: “parent sa ‘sfaction with the educational program,” “parent
preference for the two kinds of pupil progress reporting systems
used at Jordan,” and “parent feelings about desegregation and its
impact on their children.” The survey consisted of twenty-five
questions, for which parents could choose from four different
responses, ranging from “very satisfied” to "very dissatisfied.” After

johnson, Lary. A Survey of Parents of Students at
Jordan junior High School. Minneapolis: Departrnent

_ each question parents were encouraged to include comments,

though less than half did. The final questions asked parentsto relate
negative and positive experiences their children went through as a
resu't of the school boundary change.

The survey showed that parents “overall were satisfied with the
educatidnal programs” and with jheir children’s progress in the

" specific areas of reading and math,

While it was not especially ambitious, the survey at Jordan
provides an example of soliciting parent opinion on both very .
general and very “specific topics. It is a good example of an
evaluation procedure,brol.ight to bear on a localized problem.

232 Middleton, M. A. An Evaluation of the Family Life
Education Course at Eric Harnber Secondary School.
Vancouver, British Columbia: Education Services
«_ Group, Vancouver Board of School Trustees, 1975.

T A pages. ED 132 186.

' By involving parents regularly in evaluations of school programs,
administrators can anticipate problems and devise more
informative, responsive. courses for students. In, the case.of pd-
tentially controversial or sensitive subject matter Guch as marriage,
the farnily, and sex), it is'extremely important to involve parents and *
to get their.approval. ” :

At the Eric Hamber Secondary School In Vancouver, British
Solumbia, program coordinators of the Family Life Education

<
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‘80 Course surveyed parents and students. Questions concerned the

appropriateness of subject matter, the general level at which
subjects should be taught, and whether parental permission should
be necessary to take the course Participants v 2re also asked to rate
program oblectives according to their importance

While parents oveowhelmingly approved of the course contents,
they suggested the addition of maler@I covering family budgeting
and choosing a marriage partner,

The questionnaire is included in the report.

gn 3 Nationat Urban League. Parent Power and Public
Schools: A Cuide for Parent Advocacy. New York.

Education Division, 1972, 17 pages. ED 081 876.

Acting on the proposition that the “guality of our schools must
not depend on the economic or racial quirk of fateamposed upon
the neighberhood in which a child’s parents happen to live,” this
Urban League handbook provides gudelines for low-income
parents to udge the quality of their children’s schools.

Like many guides for evaluating schools, the handbook re-
commends that parents visit classrooms and observe teachers. It
asks parents to consider whether their children are treated with
respect Does the teacher make reasonable assignments? Are the
lessons dull and repetitious or lively and interesting? The handbook
urges parents to visit special classes and the library They should
inquire about testing facilities. Parents should insist that their
children be fully tested, if necessary, outside of school.

For low-income parents the public schools can be a nightmare of

bureaucracy and intimmidation For them, the gquestion of school
Jquality *is more than pupilteacher ratios; test scores, honor
societies, and the qualities usually used to measure middle-class
schoots. The school is frequently seen as an adversary The
handbook advises that parents know and follow the school’s legal
guidelines. When visiting schools, parents are advised to take a
friend for support and as a witness to the proceedings One long
section in the handbook is devoted to the legal intricacies of
expulsion, truancy. and punishment.

The picture of a good scheol that émerges here is one in which
parents are treated honestly and made to feel at home in the
schools. They are treated with respect, +nd their gnevances are

handied openly and quickly. .
Tests.” Phi Defta Kappan, 57, 1 (September 1975), pp.

37.E)122522,

The Early Childhood Education (ECE) program in California 1s an

Riles, Wilson C. “ECE in Califorma Passes Its First

attempt to restructure the K-3 program. It is characterized by a2 low

pupil-teacher ratio, individual wnstruction, and parental
involvement. ECE has no categorical programing. Each child is
treated as an individual learner.

A uniyue aspect of the ECE program is the way parents are
involved functionally. They serve on ECE advisory committees at
- .each school. They help prepare instructional materials, and they
work with students in a one-to-one relationship in the classroom.

.Each parent brings a .differeat culty-al background, pursuits, and

interests to the school.

Riles acknowledges that it is difficult to move pasents into the
program. In addition to the traditional parent apathy, one must
contend with the fact of working parents. When parents are found,

. they must first.be educated into the program. To provide initial.

training. the district offers seminars for the parents either in the
classroom or in mobile units. As part of their training they ohserve
children in the classroom. They work together in groups and st
educational materials. |

Many of the concepls Riles proposes have become state policy
through their incorporation in A.B. 65, which recently passed the
California legislature,

2 5 Thomas, M. Donald. “How to Recognize a Cem of a.”
ﬂ $chool When You See One.”” American School Board
Journal, 162, 3 (March 1975), pp. 27-30. Ef 112 493,

The habit of measuring a school’s quality in teims of its
hardware, software, budget, course selection lists, the number of
books per chuld, expenditure per child, and student-staff ratio-is.
“suspect, if not downright worthless,” Thomas asserts. Such
indicators tell us merely "howrich a school dhstrict is, not how good
its schools are.” Thomas believes that only the traditional school
visit can reveal a school’s quality. He offers six questions that the
visit should answer. .

What are the school’s basic purposes? School principals and
teachers should be able to articulate “exactly what the schoof is
trying to achieve during a particular year.” They should be able to
state goals in terms of skills and achijevement levels. ,

What degree of respect for children does the school exhibit?
Good schools, says Thomas, respect all children, and “uniqueness is
valued above sameness.” Children are encouraged to choose their
own reading materials. )

What altemative in learning opportunmes does the school offer?
A good scheol reoogmzes that not all children learn in the same )
ways.

what kind of self-concep‘ do the children exhibit? In good
schools children are given *positive verbals” to live up to. A child
who does badlyon an exam is never criticized for being sloppy or
lazy. o

How positive are lhe attitudes exhibited in the school toward the
school? In a good school, morale will be high. Principals and

- teachers will talk openly about their problems.

What kind of homeschool relationships does the school
maintain? Good schools plan regular conferences for parents and
teachers All statistical information pertaining to the child
(psychological tests, health recors, achievement tests) will be
readily available to parents.
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Bagin, Don. How to Stant and lmprove a P. R,
Zﬂ,@ Program. Evanston, llinois: Mational School Boards
Association, 1975, 54 pages. ED 111 070.

Bagin's guide reflects the trend away from emphasis on
traditional public relations to emphasis on communications. As he
points out, the image of “pubtic relations” has suffered
con-iderably in recent years; “communications-and community-
relations are purer-sounding and usually gain more public accep-
tance.* Although many expers in this field make the same
substitution, it is rather refreshing to run across an author willing to
make explicit the reason for this transition.

The change, however, is more than a mere semantic alteration.”
As Bagin makes clear, communications is a two-way process, and
the new concept of public relations means improving
commuftication both within and outside the school. The intemal
audience (teachers, support staff) is as important as the extemal
audience (the public).

. To achieve this goal of effective and total communication, a

school district must take very seridusly its public relations efforts.
Bagin lists common mistakes made by districts trving to initiate aPR
program, including naming a teacher to be PR director on a part-
time basis. “regarding the newly appointed communications
specialist as little more than a writer of néws releases.’” and starting
a PR program withoJt carefully defined cbiectives: All these
mistakes betoken a lack of commitment on behalf of district
leaders. a lack that has caused-some districts attempts to backfire

*s0 explosively that afl Possibility of doing the 1ob right was negated
for years.” .

To ensure that administratis 2 personnel are sufficiently
committed to improving communications with internal and ex-
temal audiences, Bagin recommends making communications
skills a prerequisite for hinng new administraors: he lists, sarnple
questions covering different communications aeeas to be asked of
job interviewees. He also suggests that “communications successes

and failures” be made part of annual administrator evaluation.

To ensure that district employees gain “gpecific skills and -
confidence in the‘area of school public relations,” he recommends
that practical materials and knowledgeahle consultants be wilized
in inservice sessions for all school Personnel {including secretaries.
custodians. and cafeteria workers). Bagin has appended a “Yellow
Pages” of resources useful for inservice programs in school pubtic
refations. .

Zﬂ Bagin, Don; Grazian, Frank; and Hani -n, Charles.
PR for School Board Members. A Guic - o Members
of Boards of Education and School Administrators to
Improve and Strengthen School Information Pro-
. grams. Volume 8 AASA Executive Handbook Swies,
Washington, D.C; and Eugene. Oregon: American
, Associatiz» of School Administsators, and ERIC
. Clearinghouse on £ducatinnal Management, Unives-
sity of Oregon, 1976..74 pages. ED 127 656.

Although this handbook covers the expected and necessary PR




82 program components (such as district publ ications and the handling

of communications in crisis situation.}, perhaps its most interesting
chapters deal with information gathering The authors examine, in a
fair amount of detail. how the district can obtain feedback from the
comrnumty and how the school board can obtain information
necessary for decision- makmg from the adminsstration and other
s0Urces.

Among the sources of cotnraunity input discussed by Bagin,
Grazian, and Harrison are citizens advisory committees (“one of the
‘most important feedback mechanisms in school communications”)
and “key communicators.” Key communicators are people in the
cormunity “who talk to every segment of the public.” These
leaders (official and tnofficial) can “often provide an instant
barometer of community feeling and opinton while formal polls
_ and suyveys are being developed.” The board and administration
can tap the key communicators’ response to program and policy
changes before making final decisions.
) The authors bolster their presentatton with pertinent obser-

vations from other writers and with descriptions of PR policies and
" PR director job descriptions from various school districts across the
country.

Zﬂ@ Banach, William J. and Barkelew, Ann H. The

Banach-Barkefew PRrainstorming Book. Utica,
Michigan: Synergy Group, 1976. 44 pages. ED 141
896.

Banach ard Barkelew point out that even though the pliblic
possesses a r  2r large quantity of information about the schools
{such as th+ » schoo! lunches. bus schedules, and vacation
date-* ™ u: such information leaves a lot to be desired.

ot other community members simply do not understand

nat is being taught to children and why.

To improve information quality. schools need to devise a public
relations program that incorporates four components analyzing.
planning, communicating, and evaluating Banach and Barkelew,
both PR consultants, believe that “disregard for this simple process
is the main reason many educational commmunication pregrams
fail.” As they state. "Although the process appears tnte, it works *
And to get this process started, they advise educators to try therr
brainstorming strategy.

This strategy is intended to encolirage dnstnct personnel {and
parents and students}to pool ideas in order to come up with the best
list of public relations innovations possible for their particular
distrivt. A step-by-step description of the brainstorming
process —useful with groups as small as five or as large as several
hundred —emphasizes the initial generation of a large quantity of

ideas, then the selection and refinement of the best ideas.’

Apprepriate forms and checklists are included for participants” use.
Gallagher, Donald R. “In Your Public Relations, . s
it Tell All. ..

41, 2 (Febsuary 1975), pp. 3234, £) 110965, *
“The school business office often does Many routine things that

or Top Secret?” School Business Affairs,

hutt the school image internally and externally,” according to
Gallagher. Even though school business managers are not -
accustomed to thinking of themselves as public relations
representatives, they should be apprised of the impact their actions

have on public perceptions of the schools and on employees’
perteptaons of the school admm istration.

Gallagher lists suggestions intended to encourage business
managers to “take the initiative and develop a program of com-
municating withthe public and the employees.” Business managers
should avoid using educational and fiscal jargon when describing
business procedures to the public; thay should be able to interpret ~
the school budget in terms that the public can understand. Inservice
training for business staff members can help them to better fill thenr
public relations roles. *

To maintain smooth relations with local merchants and suppliers,
the businass manager should make sure that they are informed.. |
when and how the school will pay its bills. Gallaghef recommends
formation of an advisory council “of local citizens, business
experts, and merchants” to provide the school with feedback and to
encaurage committee mumbers to “relate the school business story
to other members of the community. “

22@ Hilidrup, llobett P. “The PR Aspects of School
Violence.” fournal of Educational Communication, 1,

2 (Septetnber-October 1975), pp. 8-11. E} 137 969,

Hilldrup's article deals with a phenomenon that all school
administrators find unpleasant and that many find themselves
unable to cope with—violence in the schools, Hilldrup, public
nformation director for the Richmond, Virginia, public schools,
urges school administrators to rgmove their heads from the sand
and to “look at the PR implications of school violence, to admit that
it can happen in your school systém and to start thinking negatively
in order to do something positive about it,”

To start with,, PR directors should check with other school
districts to see what plans they have devised for handling the public

_ relations aspects of school violence. Once district personnel

{especially school principals) are convinced of the Importance of
planning. for unpleasant, contingencies, the PR director should

87
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encourage closer relations”hetween school personrel and the
police. Hilidrup advises making contact with a high ranking police
officer "so that you can decide who will make what statement to
whom after an incident happens.”

Hilldrup's list of steps to be taken by the PR director gnce an
incident of violence has occurred 15 commendably specific. For

" example, he suggests that media contacts in the time of crisis

should be made “above the reporter level” —with the ity editor or
newseditor; “an advance understanding at the manakgement level”
¢can facilitate the accurate d'ssemmnation of nformation. Radio
should be the first priority, since #t reaches many people quickly.

Frust and candor should charactenze the PR director’s interaction~

with radio stations, as well as with other news media. Reporters
should not be allowed to interview, pupils on school property,
- however, no z.tempt should be made to interfere with media
interviewing when_pupils are off the schaol grounds,
The wnost essent:al thing is to make sure that the public in-
formation director is immediately informed as soon as an incident
b occurs; as he states, “there is nc way you can serve the schools of
the media if you are the last to know.”

5

_ ZZH ‘Tones, ). William. BudgetFinznce Campaigns: You

Cant Afford to Lose. Ardington, Virginia National
School Public Relations Association, 1977. 97 pages.
ED 740 428. .

A schoo! budget campaign calls for all the public relations and
communication expertise that the distnct can muste,. Jones’s book
makes it quite clear that the election will be lost unless the school
district makes campaigning a well-planned. yezrround actwity. As
he states, “ ‘Léve-Me-Suddenly’ campaigns simply don’t work.”

_fones lists certain “givens” necessary for school budget passage.
an “the issue to be voted on must ba reasonable, as economical
as humanly possible, and perhaps most important of all, salable”
He emphasizes that the budget should be stated m terms
comprehensible to the average voter, not in “fiscal jargon that only
an accountant can understand.”

Citizen involvement and credibility are absolutely essential.

+ VotessInust believe what the school district tells them about schoo!
financial needs, and the best way to foster belief 15 by nvolving
citizens in both the budget formulating process and in, the
campaign.

Jones paints out that each campaign must be tallored to the
specific characteri.tics and needs of the individual community;
there is no one formula for election success. He places spectal
impartance on the didtrict’s first announcement of the campaign,
which sets the tone for all campraign activities that follow. And he
stresses that the district must honestly believe that it can win its
budget clection or it shouldn't “get on the ballot in the first place ”

Jones’s book will be of special interest to admimistrators in
districts where budgets have been defeated in the past. since he not
only includes suggestions from PR experts, but also summanzes the
experiences of districts that ha‘.'e wased successful finance
campaigns, ; »

2 2 Jones, J. William. Building Public Confidence for Your
Schools. A Sourcebook of Proven PR Practices.
Adlington. Virginia: Mational School Public Relations

Association. 1978. 225 pages. ED 150 725.

Jones begins this comprehensive guide to the development of
effective school public relations programis with a brief discussion of
the need for viable public relatlons work in schools. Public
confidence in education is low in spite of imprgvements in
education. a discrepancy that paints to the necessity for schools to
communicate their pasitive accomplishments to their communities.

A systematic elaboration of how to do that makes up the rest of
the book. Three themes are emphasized throughout: planning. open
communication. and community involvement. All are said to be
essential in each step of the process.

The first step is to find cut what the district’s patrons think and
know about the schools. Public opinion surveys are the best way to
do that. The key to effective surveys is that they truly survey all
areas of the district. Also, an annual survey. though expensive, is
very effective in keeping districts in louCn with changes in publn:
opinion.

Once the district knows what its people think, it can besm fo
communicate effectively with-them. Jones touches on literally
dozens of ways this can be dong. Oné of the mostimportant aspects
is effective public relations within the schools themselves.
Teachers, staff, and stucents who are supportive of the'schools and
who have pasitive information to communicate to the outside
world are invaluable to community confidence in the schools.

A key means of communicating within the schools is the
production of an “inhouse™ newsletter. The Dallas Independent
School District puts one out daily and also distributes it to the local
news media. It includes news and features mformms readers of
happenings within the district.

Jones g.ves detadled advice on how to handle special
problems—ranging from violence, vandalism, and other discipline
problems to the closing of venerable schools. In dealing with the
latter problem, the Butler (Pennsylvania) Area Schools held a very
successful “Mostalgia M ght” for people whe had attended the old
Broad Street School during-its seventy-nine years of existence. That
diffused the oppositicti to the demolition of the school.

Honesty and openness are the hest palicies in dealing with
discipline problems—as It is with all other areas, including labor
disputes Schools should never be perceived as trying to hide

something.
22 Community Relations.” Clearing House. Vo, 51, 3
(September 1977), pp. $-6. E) 169 083,

A very practical idea for busy secondary school principals who
want to 1inprove school-community relations is to utilize their iunch
time Increasingly, experts are emphasizing the need for schools to
improve their image and gain friends in their communities.
Unfortunately, most principals do not have the time available for
extensive public relations work.

Maguire, John W. "Using Lunch Time for Effective
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Magtire suggests that, with hittle sacnfice in ime, piincipals can

* take valuable strides toward better community-school relations by

inviting important community lzaders to have lunch at the schools.

If the principal met with one guest per day. twice a waek, he
would have contact with seventy to eighty community leaders in a
year's time.

The meeting would inckude lunch in either the student or faculty
dining area, at which the guest would have a chance to meet
important teachers andlor students A short walking tour of the
school plant would conclude the meeting.

The principal would stnve to have the wvisitor gan a positive
impression of the school. Shoiild he succeed, he will gain an

important and mfluential ally in the community
Programs, How to Telf the Public. Arlington, Virgima:
1976. 67 pages. ED 119 322.

This NSPRA guide advises school [eaders on how to handle a
potentially unsettlng event—the announcement of student
achueverpent scores and educational assessment results. According
10 the authors, “At the local school district level, the quality of
assessment communication t2 parents, staff members, community

National School Public Relations Association,
Releasing Test Scores: Educational Assessment

leaders and other important publics has been generally sub-par,
even nonexistent.” And yet, educational assessment programs and
* test scores are inextricably mixed with the whole issue of

.

educational accountability.

Civen the importance of assessment results, dissemination
efforts must be carefully planned and executed at the individual
school level, at the school distnict level, and at the state level. The
authors advi.e local school systems to release vieir test scores as

500N as they fecewe them, instead of waiting for the s'tate‘

department of education to do so As they pont out, “Advance
release gives local school distncts the advantage of imtiative ” It
also ‘reduces the likelihood of public panic when the state report
cumes out.”

Preparation for release of agsessment results should begin before
the tests’ are even administzred. School administrators should
realize that results will mean different things to-different segMents
of the public and should tailor their presentation accordingly.
Dissemination “should be persuasive in natuwre’” meaning that it
should be aimed at encouraging various publics to support the
overall goal of educationai improvement. .

These suggestions, backed 1p by sample feedback surveys and
‘other materials takencfrom Michigan’s and Maryland’s
dissemination efforts, should aid administrators in minimizing

difficulties that can arise when test'resulis come out
Communications Fublic Relations. A Handbook on
School Community Relations. Revised. Albany. New

York: 1973, 82 pages. ED 127 707.

New York State School Boards Association,
“There 15 no need to ask f your board has a public relations

.

program. It does, whether you know it or not,” according to the
authors of this PR handbook. In the absence of a coherent PR
policy. the schgol board performs this key function inadvertently
and, usually, badly. The intent ¢f this handbook is to assist school
boards to substitute a well-planned and effectively executed PR -
program for one marked by inadvertence and happenstance,

Written for use by school board members, the handbook
emphasizes the pivotal role the board plays in interpreting the
community to the schools and, conversely, interpreting the schools
to the community. Board members have great impact on public -
percephions of the schools, according to the authors, because board
members are school taxpayers like ather citizens and are unpaid for
their school service, What board membears say ¥is heard differently
and is apt to be credited more fully.”

Even though the board, as “top management.” should take the
imbiative in policy formation, PR objectives can be met only with
the“cooperation of “the entire school community.” The authors
favor the team approach over formation of a separate PR
department, except in very large school districts. Teachers, andtoa
slnghtlv lesser degree, other staff members (bus drivers, aices,

ecrataries) play an eipecially important role in the SUCCass OF
fallure of any PR effort.

Once the school PR team is committed to improving school-
community relations, the board can beg'n to develop “the most
effective means of communication with the maximum number of
people in the district.” To achieve this goal, the board needs to be
thoroughly acquainted with the ¢oncerns and information needs of
the community (to be ascertained through an opinfon survey), with
the variety of media. potentially available for disseminating
information,” and with the processes of producing, “writing, and
placing news so that the district maintains good relations with the
press. ‘

2 2 Ondrasik, Barbara P, "Get Good vibes from 2
Versatile House Qrgan.” Journal of Educational
Cemmunication, 2, 2 (Winter 1977). pp. 1221, £1 160

i 469.

Good school public relations begin at® home with a staff
newslet’er that answers the need of school employees to know
wha. s going on, according to Ondrasik. editor of an award-winning
school district newsletter. If employees are “'to feel part of the
team,” they must be well informed. And if the school staff -
newsletter does a good job of informing, employees will more likely
function as the distsict’s “most valuable PR asset,”

Ondrasik’s article 1s filled with concrete suggestions on how (and
how not) to write and publish a newsletter. She emphasizes that
some form of effectsve staff newsletter can be assembled on even a
very small budget. But she points out that if your school system
has 'no money’ for a regular staff publication of some kind, then it
réally needs to rethink its priorities.”

A staff newsletter’s credibility is contingent on presentation of
the truth, even about controversial matters. A newsletter should not
function as a management mowthpiece. As QOndrasik cautions,
“Avod. at all costs, having your newsletter sound like a pontifical
§J




edict issued from the isolated, insulated ‘ivory tower’.”

" Noting that even some of the best school district newsletters tend
to be “weak and wordy,” Ondrasik counsels using plain English
instead of eJducaticnese, kéeping sentences and paragraphs short,
condensing copy where possible, and carefully editing everything
{even the superintendent’s annual message to the troops).

Her article includgs samples of newsletter front pages from
school districts around the country.

22

Powell, James. “"Work Stoppages and Public
Relations: Winning the War of Words ” New Jersey
School Leader, 3, 4 (January{February 1975) pp
19:20. E} 112 415.

“Why do strikers generally capture publi¢ sentiment and support
even though an objective look at the facts would lead observers to
other conclusions?” Powell’s answer to this question is that
management teams do a poor job of communicating therr positions
to their communities—in other words. they fail at- practicing
elementary public relations throughout the collective bargaming
process '

Powell advises the management side to cary out an ongoing
communications program in order to ensure that “dependable
information about schoo! programs and ponices  reaches the
community. The program should build climate of pebhe frust in
the board of education and the distnct administration.

The district leadership needs to select an effectve communr
Lator to represent management’s side—a public relations repre-
sentative who can act as "the board's freld marshal.” Powell
suggests that this communicator tr, to work with the employee

bargaining team’s PR representative to develop joint news releases

But management-generated press releases should “carefully spell
out the costs of the demands rejected by the board
. lithe management team believes that the press is inadequately
’ covering the board's position. it should purchase advertising space
to convey its message If unlawful behavior on behalf of strikers
oGcurs, “public relations techmaues,” such as “quickly mnfotmng
| the news media of any union zbuses and hming a photographer to
provide evidence” of disruption, can be effectively employed.

according to Powell.
‘2 2 tions ” Journal of Educational Communication, 1, 2
{(September/October 1975), pp 45 E) 137 967

A common assumption in the literature on organizational
communication and public relations 15 that poor communications
result from o lack of training —that if organization members only
knew how to communicate cifectively, they would automatically
do $0. Schaub, however, takes a different position He beheves that
“faulty communications are often consciously or unconsciously
engineered to assist individuals in ther quest for power.” He
maintains that management personnel especially are quite skilled
in communication technicqques. Their failure to constructively utilize
these skills arises from specific “powerrelated” problems thai

Schaub, Alired R. “The Power of Poor Communica

-
.

characterize organizational life in many institutions, includingthe 85

schoals. .

According to Schaub, the most common cause of poor com-
minications is “giving time and energy to more visible, self-serving
activities” rather than to improving communications. Even though

* administrators frequently pay lip service to such improvement, the

fact remains that the improvemen? process is time—consumi'ﬁg, that
the payoff is hard to measurg, and that improved communications
frequently are “of more benefit and reward to others than
ourselves.”

Poor communications also result from a wish to avoid con-
frontation with others, especially when open communication would
involve a discussion of (and disagreement over) controversial issues
or personal values. A related problem is the tendency of managers
to react negatively to employees who articulate problems, As
Schaub states, "Bearers of bad news often lose their heads.”

Schaub does believe that goed communication and smooth
organizational relations are possiole. But he counsels managers not
to be naive in their quest for improved communication. Schaub's
observations offer a valuable (though not necessarily pleasant)
counterpoint to the facile optimism evinced by many
communications and PR writers.

2 2@ School Information and Research Service, Step-by-
Step Cuide to Effective PR for Large and Small Schoof
Districts. Special Bulfetin No. 3, Olympia,

Washington: 1977, 50 pages. ED 133 879,

This collection of articles from public relations and
communications Joumals detalls the process of effective public
relations campaigns for school districts. The articles are all rather
brief, and the collection seems to be somewhat lacking in unity and
continui'/, But @ number of helpful ideas are given, as well as a
basi¢ outline of possible public relations activities.

Districtwide surveys are very important in the public relations
process, but they can also be very expensive, The Apple Valley-
Rosemount (Minnesota) School District alleviated a good deal of
the expense by utilizing volunteers to hand deliver and pick up
professionally prepared do-it-yourself surveys rather than hiring
professional interviewers, The surveys were sent to randomly
selected homes: use of the volunteers ensured a total response.

School finance publications are a key aspect of developing a.
positive attitude on the part of the taxpayers regarding school levy
proposals. They should emphasize wo things—what happens to
the instructional dollar (instead of focusing on areas that tzke a
smaller percentage of the costs) and community use_of school
facilities, especially those being progosed.

Another idea is thatof havmg teachers and principals call parerls
to compliment their children. The calls can be used to mention
significant achievements by the children o <i.nply improvement in
behavior andlor classwork. The callers should be given a list of
guidelines including the objec tives for the calls, and they should be
provided with a private, convenient flace from where they can call
the parents.
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Reduction in
Force

2 3@ Custis, Jerry. “Staff Cuts: Maybe They're Inevitable
but They Don‘t Have to Be Bloody.” Updating School
Board Policies, 9, 3 (March 1978), pp. 14. ) 175 694,

The key to smooth staff reduction is a clear, well-designed board
policy on reduction in force (RIF), states Custis. The RIF policy
should include the criteria that will be used in judging who will be
laid off. whether it be seniority or quality of instruction orboth, Also
included should be the specific rights of laidoff teachers, such as
the degree to which they can keep fringe benefits, and their rights to
“bump” substitute teachers.

In addition. the board must decide both the role of the teacher
association ir *he RIF procedures and how to continue to comply
with affirmative action mandates, The official RIF policy should
then be drafted wuth the help of a lawyerto ensure that it comphes
with state law and due process requirements.

Custis also outiines several pitfalls that boards should avoid in |
creating an RIF policy. First, vagueness should be avoided—the",
reasons for a person’s place on an RIF list should be clear to prevent
lawsuits challenging the layoff list. At the same time, exact
deadlines for personnel action should be avoided, if possible. to
allow flexibility should complications arise. Boards should also
avoid making the promise that they will do everything thev can to
avoid staff cuts, because this promise can also be challenged in
Court. »

Custis also recommends that boards “think carefully before
allowing RIF policies and decisions to be subject to grievance,
arbitration or factfinding.” input from teacher organizations
should come when the RIF policy is being formulated, not when it
needs to be implemented. '

2 3 Downey, Gregg W. "What School Boards Do When
That Irresistible Force Called RIF Meets That
Immovable Object Called Affirmative Action.”.The
American School Board Journal. 163, 10 [October

1976). pp. 35-39. £) 146 473.

Downey discusses in detail what most publications only buehy
mention: the inevitable conflict staff reduction goses between the
demands of seniority and affirmative action. The “last hirad, first
fired” senlority formula for reduction, viewed by many as the most
objective and favoréd by teachers. will, he states, force districts to
fire minority and women staff recently hired to achieve racial and
sexual equity. The conilict of seniority and equity, he wams, “can
pitch a school system into a trmoil of litigation and labor disputes.

Downey’s survey of school system problems and policies offers
some valuable suggestlons for districts. One district, he reports,
seems (o have developed a workable reduction policy that balances
the demands of seniority and equity. The district follows seniofity in
reducing staff until reduction will unduly hit affirmative action
staff, at which time it takes special action to shield them. 1t must
maintain the percentage of affirmative action staff that existed at
the beginning of the year prior to reduction. |

Local control, Downey argues. may provide the most workablé
and only approach to the problem. The courts and the federal a
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state govemments have provided little help, and local distncts are
“virtually alone in their search for equitable, impartial solutions.”

33 2 Elisworth, David F. Farly Retirernent: A Proposal for

2 Adfustment to Declining Enroffments. Springfield,
inois: Department of Planning and Research.
lllinois State Office of Education, 1977. 81 pages. ED
149 435,

One of the problems ¢reated by declining enrollment in lhinois
« has been the accumulation of older, expernienced staff at the ubper
end of the salary scale, and a concomitant lack of fresh, new staff
starting at beginning salaries. The present retirement plan in llinois
aggravates this problem because it contains several “disincentives”
te early retirement. Ellsworth discusses the present retirement plan
and its disadvantages and outhnes an alternatve plan that makes
early retirement more altractive,
One of the disincentives 1n the present system 15 the ~age
discrim’ ation effect”: if a person retires before he or she 15 aixty
and has less than thirty-five years of ¢reditable service, the basic

retirement annuity is discounted at a rate of 6 percent for each year |

less than sixty Thus the annuty of a person who retires at fifty-five
is discounted by 30 percent. Ellsworth’s early retwrement plan,
however, would allow persons at age fifty-five to retire with an
undiscounted pension after only twenty years service.

But there are also other disincentives. Workers may not retire
because their salaries are inCreasing every year (and retirement
annuities are computed on the basis of average past salary). Or they
may continue working because of the “longewity effect” the longer
the service {up to thirty-eight years). the greater is the annuity as 2
percentage of average past salary {up to 75 percent). The early
retirement proposal woufd decrease the percent of increase in the
annuity and thus dampen the longevity effect

In short, these modifications of the present system would make
early retirement more attractive but would not completely
eliminate the incentives for continued employment. The author
devotes a good part of the paper to proiections of new teacher
openings and possible savings that Hllino's might realize if the early
retirement plan were instituted statewide.
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Jascourt, Hugh D. “The Role of Negotiations in the

Equation 'Declining School Enrollment = Layoffs,

An Overview.” foumal of Law and Education, 7, 2
-(April 1978), pp. 239-42, E) 177 715.

Spenla, William A.; Whalen, Garry M.; and Otto,
Cathleen. “The Role of Negotiationsin the Equation
‘Declining School Enrollment = Layoffs; A
Management Perspective.” Journal of Law and
i Education, 7, 2 (Aprif 1978). pp. 24363, E1 177 716
Nasau, Stephen M. “The Role of Negotiaticons in the
Equation ‘Declining School Enroliment = { ayoffs’; A
Union Perspective.” fournal of Law and Ec ucation, 7,
2 LA_Eri' 1978), pp. 265-78. E] 177 717.

Should job security for teachers be a mandatory subject of

collective bargaining? Or does umon influence on reduction-in-
force pohicies constitute an uijawful delegation of power in the
public realm? The answers to these important questions are slowly
beng developed in the courts. These three excellent articles clearly
outline the complex legal 1ssues involved and provide a contrast of
unton and managerial perspectives regarding the role of
negotiations in staff reduction decisions.

Currently. there are overlaps and oftentimes contradictions
between state laws granting authority to school boards and state
statutes governing collective bargaining and teac hers rights. 50 far,
the courts have ruled that schoo! boards have the power to lay off
teachers for economic reasons regardless of whether or not a tenure
statute gives them the authority to do sc.

Many states also have reduction-in-force statutes that address
the issues of due process for dismissed teachers and the use of
seniority in determining who will be dismissed. But the role of
unions in helping to formulate RIF policy is only now being dealt
with in the courts. The articles describe several court cases that
itlustrate the development of this area of case law.

Predictably. the management and unjon perspectives on this
1ssue differ on anumber of key points. The union perspective argues
that “there is no reason why a school beard should not be able to
agree to a flat prohibition” of raduction in force as long as the
contract perjod is short and “the financial picture is reasonably
predictable.”

But the management perspective argues firmly against any such

clauses prohibiting RIF. The case of the Yonkers (New York) school
district supports *his viewpoint: the board agreed to a “no RIF*
clause in a three-year contract but then was confronted by a severe
enrollment drop. The resulting legal battle was messy at best.

The management perspective also encourages Boards to avoid
agreeing to provisions specifying procedures for RIF and recall of
non-tenuted teachers,” in particular the use of senjority in deciding
layoff and recali. The argument is that such provisions would
prevent the board from rétaining the best educators. The union
perspective is quite the opposite, arguing for very specific layoff
and recall provision s based on seniority and other factors as well,
such as “DﬂO(r academic achievement” and “overall teaching
experience.” . o ’

The two perspectives disagree on a number of other points. but
there is also 3 good deal of common ground between them.
Included is a complete sample RIF clause developed by the
National Education Assoclation.

2 3 @ “Job Security Is Coming to the Fore as a Teacher
Isme * Safary and Meﬂt, January 1977, pp. 56. E] 154

What is more imporlanl to teachers at the negotiating
table—increased pay or job security? In the West mMilford (New
Jersey) schoo! district, the teacher assoclation made job security a
maijor issue at the bargaining table by pushmg for a“No Reduttiop
in Force® contrast clause.

As originaliy written, the clause would have made it nearly
impossible te reduce the teaching staff under any conditions. The
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modified clause that was accepted by the board. however, allows
reduction in force for the following reasons: attrition, dechining
enrollment, a disaster or catastrophe, a reduction in state aid, or
“budget cuts above and beyond the control of the Board of
Education.”

With these modifications. the supenntendent believes the clause
is “harmless ” But some board members in the state believe that
even the modified clause is dangerous, because teachers may now
try to have some of the modifications ehminated 0 future
bargaining sessions.

Such a clause, however. may give management a tool for holding
down future salaty increases in a time of increasing
wiemployment. teachers begin to realize that “working af less pay
is better than not working at all ” Thus teacher organizations may
accept reduced pay increases in return for job security clauses

3 5 Kalvelage, Joan; Schmuck, Patricia A.; and Arends,

2 Jane. “Reductions 1n Force and Affirmative Action
Educational Economics, 3,1 (JanuarylFebruary 1978),
pp. 12-14, 23, E) 173 555

Under affirmative action policies, more women and minonties
have been hired for many educational positions. But now. as the
educational staffs of many distnicts are being reduced. the gains of
affirmative action are being lost, manly because of the firmly
entrenched semority system. So bow can a school district reduce its
staff, vet at the same time both maintain the semority system and
continue to comply with the mandates of affumative actront The
authors suggest job sharing and more perm anent part-ime positions
as promising answers to this question

These two options can serve to redistribute the avaifable work
among a larger group of employees and thus save some teachers
from layofi. Research has shown that “'part-time patterns reduce

" absenteeism, tardiness, staff turnover. overime costs. and wasted

capital investment.” Other studies have shown that the productivity
of part-time workers is higher than that of full-time employces, For

Ll

example, one study found that “haif-time social workers carried
89% of the average caseload of full-time workers,”

The authors note, however, that there are some unsolved
problems with job sharing and permanent part-time work. For
example. part-time workers have diminished opportunities for
promotion, fewer fringe benefits and opportunities for overtime,
ard inadequate job security. The authoss also argue that society still
tends to regard part-time employment as less important than full-
time work, thus discouraging many from trying it, particulardy men.

The authors suggest that many classified positions {such as
counseler, school psychologist, and art, music, and physical

education teachers) can be tumed into permanent, parttime. -

positions. Job sharing would be especially profitable for positions
with many separate functions, such as classroom teacher, principal,
and special program director,

3 Lombardi, John, Reduction in Force. An Analysis of

2 @ the Policies and Their Implementation. Topical Paper
No. 48. Los Angeles: ERIC Clearinghouse for junior
Colleges, University of California, 1974. 36 pages. ED
(99 043,

After decades of giowth, community cofleges, like the public
schools, have unexpectodly faced declining enroliments and
financial problems. begirsung in the early seventies, They have
consequently, Lomba:di reports, been forced to reduce staff on a
large scale. Lombardi's overview of community college reduction
problems and policies, well documented and illustrated by
example, should prove helpful to similarly plagued public school
districts. o

Lombardi warns from the start that colleges should not use staff
reduction as a means to suddenly begin firing unwanted teachers,

They should carefully develop both procedures (which are at issue .

1n most court chailenges) that guarantee due process andreduction
policies that prevent arbitrary or discriminatory dismissal.

Upon a full review of institution policies, collective bargaining
agreements, and court action, Lombardi concludes that staff
reduction will present the least problem when reduction criteria are,
objective and easily identified and when faculty participate in
policy develgpment, receive early warning of possible reductions.
and enjoy opportunities for reassignment, retraining. and rehiring, if
dismissed Of prime importance, he states, is the wiilingness of
administrators to consider all alternatives to actual dismissal,

Board fournal, 163. 6 (June 1976), pp. 26-30. £) 139
362.

Although most writers argue that staff reduction should not be
based.on teacher competence, many educators, includmg Nolle,
tavor such an approach. Nolte, the past president of the National
Organization on Legal Problems of Education, discusses a means to”
base reduction on merit and still satisfy court standards. Such
reduction can succeed, he states. if districts avoid arbitrary or
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Nolte, M. Chester. “How to Tell Which Teachers to
Keep and Which to Lay Off “ The American School




capricious decisions, a pattem of discriminatory action. and
damage of teacher reputation. Districts need to pay attention to the
process of reduction, being careful to follow the state tenure law
process and to support decisions with adequate chtual
infotmation. :

 Vague avaluative criteria or rating scales, he wams, wil! not
suffice in court. He suggests that districts instead base selection
ptimarily on‘teacher effectiveness. as demonstrated by student
achievement, and secondarily on the criteria of firmness, friend-
liness, and faimess, which he carefully defines and illustrates.

2 3 ) Oregon State Department of Education. Reduction in
O} force: Suggested Personnef Policy Guidelines for
School Districts. Salem. Oregon: Division of
Administrative Support, 1977 20 pages. ED 137 904.

While most publications highlight specific staff reduction 1ssues.
this state guide comprehensively treats all aspects of reduction. It
presents districts with a listing of required and suggested
procedures and occasionally offers a choice of options. The state
warns that local boards should seek Jegal counsel before adapting
general guidelines to fit local needs It also advises early planning
tor reduction, suggesting that districts develop procedures “in a
nonemotional setting and before a crisis occurs *

in ¢lear outline form, the guide discusses ways of developng a
plan for carrying out a staff reduction The plan includes such steps
as deciding on the need for reduction, determining which positions
and activities to cut, adopting procedures for actually reducing
staff, and defining grievance and recall procedures. A district’s
reduction procedures need to specify means of identifying specific

itions to be cut, by grade. school, subect, or department:
imylating natural attrition; selecting staff to be retained; and
notifying teachers to be dismissed. Although the guidelines are

" sometimes directly tied to Oregon law. they shculd be generally

applicable to districts ‘outside Oregon.
Arlington, Virginia: Educational Research Service,
1975. 18 pages. ED 105 574.

In a brief overview of staff reduction problems. Powell and
Stemnock state that seniority, traditionally the major criterion In
staff reduction, has been challenged by the newly gamed job
. security rights of nontenured teachers and by court-mardated
affirmative action requitements Thiey present a thorough list of
seventy questions regarding reduction polscies for consideration by
local districts. i

Under the general area of layoff order, for instance, they ask
districts to consider the following issues (1}the relative importance
" of tenure, seniority, qualificatiops. and performance as retention
ctiteria: (2) the definition of seniority in terms of total teaching
experience ot years of service in the system, in a departipent, or at a
grade level; (3kthe determination of date-of employment: (4) the
place of various types of leaves in the determipation of senionity, (5)

Powell, Janet F., and Stemnock, Suzarne K. [2cal
Policies for Reduction in Force. ERS Information Aid.

the means of judging qualifications and performance; (6) the 89 .

granting of spacial preference to teacher association officers; and
{7) the transfer of administrators to teaching positions.

Ti}e bulk of the publication consists of sample reduction policies
and "contract provisions—some very specific—from .sixteen
distnicts. The report offers no evaluation or recomlgendaﬁons. but
the suggestve questions and sample policies shoul(d aid districts by
raising all pertinent issues. v '

2 } @ Schultz, Raymond E. “A Sane Approach to Staff
: Reduction.” Community College Review, 3, 3

UJanuary 1976), pp. 613. EJ 133 029,

After an overview of the staff reduction problem, Schuttz argues
that the strict use of seniority in reduction, while expedient, will
create serious problems in the long run. It will offer the least
financial relief, contribute to a faculty age imbalance and the loss
of new ideas, and cause affirmative actios problems,

Schultz provides a detailed stePby-step approach to reduction
that considers altematives to strict seniority selection. While he
favors the laying off of nontenured staff before tenured staff, he
advises institutions to keep essential faculty, regardless of
classification, and pay attention to such factors s race. sex, and
age. The major selection criterion should be the importance of staff
to individual programs and {he institution. When deviating from
seniofity. institutions will need to document why retained faculty
are more important to their programs.

In discussing due process procedures, Schultz states that,
according to recent court decisions, an institution must provide
disrmissed faculty with a written statement explaining its decision to
terminate, a description of the manner by which it reached its
decsion, the information used in making its decision, and an
opportunity to respond.

o

2 @ﬂ Sinowitz, Betty £., and Hallam, Charlotte. “Fighting

Reductions in Force! Todays Education, 64, 2
{MarchiApril 1975), pp. 32-34, 96. Ej 131 690,

While most available literature addresses administrators and
school boards, Sinowitz and Hallam address local education
associations They discuss association actions that can minimize
the preblems of staff reduction and describe several court cases in
which dismissed teachers have challenged school boards.

Teacher associations, the authors argue, should carefully review
the facts when districts propose reductions due to district
reorganization. declining enroliments. or budget problems and
“question any failure of districts to seek and use all available
resources” and altematives. Such scrutiny, the authors nofe, can
enable an association to successfully fight a reduction in force,
Districts should seek to “maintain all existing staff positions” so that
they can “increase the quality of services to students,” through
lowered student-teacher ratios. additional tndividualized~
instruction, and new programs. _ o

When reductions become necessary, the authors state, asso-
ciations should insist that districts satisfy statutory and contractual
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%) agreements and due process, which typicallY demand “timely

nofice, statement of reasons. a heanng, and ll{nghl to appeal to a
count.” Associations should also urge the use of objective cntena
for reduction, such as certification (of pnme importance) senionty.
degrees, and expericnce.

Administrators might not be pleased with the authors’ adversary
tone, but they should appreciate this warning, or challenge, as they
strive to develop workable reduction policies.

2 Gy Thomas, Donald. “Strategies for Closing a School,
@ Reducing Staffs.” NASSP Bulletin, 61, 407 (March
1977), pp. 819, E} 160 399, -

Thomas, superintendent of the Salt ) ake City schools. which
have suffered a 38 percent enrollment decline, offers séme useful
advice.to other administrators. Districts facing enroliment decline,
he states, must find ways to reduce staff, utilize or sell surplus
space, conserve finances,, increase’ transportation services. and
generate staff and community support. He briefly discusses all
thiese tasks and elaborates on school closure and staff reduction.

For districts considering reduction, he suggests several actions
that can ‘‘save money,” “‘minimize terminations,” and “create new
opportunities.” - To begin with, districts can staff for midyear rather
than fall enrollments. to prevent overstaffing: adopt an early
etirement lﬁag'. and aggressively seek govemment and private
funding for new services, which will use extra staff. They can also
work with neighboring districts to share or transfer staff, retrain
secondary teachers for the more frequently vacated elementary
positions, and use surplus teachers as a corps of substitutes, They
can also adopt an aggressive.policy for terminating incompetent
teachers, The Salt Lake schools. Thomas notes. have enjoved
success and teacher cooperation in their termination effort, which
provides due process and allows teachers time to improve. Thomas
concludes by advising management to woik closely with staff
throughout the rduction process.

24

Weldy, Gilbert R. “Enrollment Declines and
Reductions in Force—What Can Administrators
Dol” Paper presented at the National Association of
Secondary School Principals apnual meeting,
Anaheim. February 1978, 10 pages. ED 150 731.

Total eproliment in Weldy's school district near Chicago has
dropped 20 percent from its peak in 1970, and by 1980 it will have
dropped by 37 percent. One of three large high schools will be
closed in 1980.

In response to this dramatic decline, the district has hired almost
no new teachers in the past several years. All nontenured teachers
are routinely dismissed each year until the district is sure, based on
student registrations, that it needs these teachers.

Many teachers in the school to be closed are app.shensive about
their transfer and reassignment. To alleviate some of this tension,
the district will ask teachers eighteen months before the closing to
indicate their preferences for building, department. and

.. =+ i'estracurricular assigniments Some teachers, however, have

[N .
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indicated a desire to know who thewr supervisor will be before they
*indicate a preference. Thus Weldy recommends that administrative
assignments be made before teacher assignments in such cases.
Weldy also points out that dunng umes of staff reduction and
transker, teachers become anxious about their futures. and rumors
often run wild. He recommends that principals be particularly
careful to commumcate openly and clearly during such layofi
periods. - '
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2 é:!’ é:!’ Banach, William )., and Franks, Cass. “You Can Pass
That Mext Financial issue—with Proper Planping.”

Journal of Educational Communicatin, 2, 3 (Spring:

«* 1977), pp. 414. €} 175 705, E} 175-706, andEl 175707,

The cover page of the journal holds. the key to its workshop
feature on surviving an education referenduny: 15’ Your Chitd Worth
42 Cents?” is asked in bold letters. Such an appeal inevitably
oversimplifies the complexities of school financing, bu[ it grabs
attention. Banach and Franks treat education”3™a product—a
product that can be sold if proper attention is pai marketing
techniques. While such 2n attitude may seem cynical to so—lﬁ\‘_
educators, these days of increasing costs and failed tax levies leave
no room for self-righteousness. The authors” smorgasbord of
concrete advice-is 1 useful resource for the nervous adrmmslralor
who is facing a test .t the polls. -—

The persistent emphasis in this series of e:ght features is on
atiention to detaif and practical implementation. The contents
mclude a twelveweek campaign calendar, a samgle survey form, a
model organization chart, one hundred questians to guide those in
charge. a comparison of winning-and losing campaigns, an article
on election surveys, and a short list of steps to success at the ballot
box. While all these suggestions are of interest, the breakdown of
analytic tools is Banach and Frank’s most substantial contribution.

Quality education may be a distric{’s most salable attribute, but
postele/gtuon analysis and preelection surveys are invaluable aids:
educators must learn, the auvthors insist, to employ strateRies
"cornrnonly used by business and commercial firms who wush to
mnprove the marketability of their products. " . - ;

‘A postelection analysis is actually the beginning of preparation
for the next referendum. For example, after their last involvement
with a2 major millage election, Banach and Franks found that a high
voter turnout lessened the chance of a ballot proposal’s.success,
that the ballot issue passed in all but one precinct where women
voters outnumbered male voters, ~nd that younger people were ..
tnore likely to support new taxes. This kind of information is of
obvious importance to administrators whoare attemptmg to Iure
“yes™ voters to the polls.

A preelkction survey can give school managers 2 firm sense of
the community’s pulse. Over the course of five years, Banach and
Franks conducted random samples two. months before the actual
elections, and the outcomes never deviated more than 5 percent ™
from the original projections. Telephone $irveys seem to be
especially useful because they are economical and auick.

Today's voters may have tight holds on their wallets, but there is
no need to give up hope; education can-be sold. It is up to
administrators to encourage the market for education iin their
communities. K

2 @ Ilanach, William )., and Westley, Lawrence. “Public
Relations, Computers, and £lection Success,” Paper
prasented at Educational Data Systems Association

meeting. St. Paul, May 1972. 18 pages. ED 063 636.

Banach and Westley describe a method of planning for school
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financial elections. using “techmigues that, collectively, will give
you a 5to 1 chance of winning the next time you go to the polls.”
The authors suggest that there are seven basic steps to developing a
successful campaign. “analysis, determination of needs,
development of strategy. orgamization. finance, commumcation.
and evaluation.” Analysis —utihzing opinion surveys —should be
“year-around or contirual * For effective orgamization. the authors
suggest using a network of committees under the overall
supervision of a campaign coordinator They recommend
committees on finance, publicity. efection logistics. voter
registration. opimon surveys and community education. and data
processing. : .

Historically, low voter tumouts have often meant approval of

. financial measures. Therefore. st is important that a campaign to

increase voter tumout be aimed selectively toward potential school
supporters. Members of certain groups are most likely to suppert
school budgets; cards and files should bekept on suchvoters. Inthe

actual election described, “over 70 percent of those in the “yes’ fite.

voted ” Because the measure passed, the authors conclude that “by
defining autiences and tailoring campaign material to their needs,
one can significantly affect election results.”

Boss, Michael. The Supply and Cost of Education and
the Vote: A Political-Economic Theo™y of Schoof
Finance Elections. Eugene: Center for Advanced
Study of Educational Administration, Unwersity of
Qregon, 1973. 37 pages. ED 082 371

24

Increasing individual and collective demand for education through |
mproved educational packages that better satisfy the voter-
taxpayers.”

2 @7 ERIC Clearinghouse on Educational Management.

School Financial Elections. Research Action’ Brief.
Eugene: University of Oregon, 1977. 5 pages. ED 140 .
434, :

Despite an abundance of jargon. Boss's analysis of the school
financial election process 15 both ongmnal and provocative. The
traditional explanation for budget rejections is that they are caused
by a “taxpayers’ revolt” agamst the high price of education Boss
argues that cost is only one vanable in a school election, whichis a
kind of marketplace transaction in which the voters (collectively
acting as a consumer) decide whether of not the commodity being

_offered (the education the schools provide) 15 worth purchasing at
the proposed price Voters are likely to decide to buy when “the
proposed supply of the public good 15 less than or equal to the
median preference for that good ” Conversely, if the proposed
supply exceeds the demand, the voters are likely not to buy The
importance of cost 15 in helping establish the level of demand, "as
the tax-price per umt of education increases,” the demandwill tend
to decrease.

The notion that price interacts with supply and demand n
determining how the voters respond to a proposed budget puts
school election results n a different perspective Forexample, close
elections — or even budget defeats — “may indicate that the present
systems of ‘school finances are operating in a very desirable
fashion': an evenly. divided election inchcates that the public is
being asked to spend as much as it 15 willing to spend for the best
education it is willing to purchase This may mean that continued
close elections are inevitable But if there 15 no "taxpayers’ revolt”
per se, schools need not respond by reducing costs and cutting back
on educational services. Instead. “there may be great potential for

I3

This review discusses its subjects from both theoretical and
practical perspectives. its first section concisely summarizes some
of the most significant research findings about voting behavior in
school elections. Many of the mostimportant factors in shaping the
voting decision, including “'race, level of education. age. and
economic 5tatus.” are beyondthe control of school administrators.
The second section suggests “appropriate action school
administrators can fake to make the most of the challenge they
face n securing voter approval of funds to operate the schodls.” it
does this by focusing on some of the practical smplications of the-
research findings. .

Noting that schools must now actively work for voter approval,
the review suggests that campaign efforts shoyld be directed
toward the most likely “yes” voters. The reason for this is that the
school voting decision is relatively permanent, and few negative
decisions can be reversed in a short campaign. In addition. since
taxes are not always decisive in determining outcome, “culs in
school spending may not change the minds of many voters.”
Further, since parents. especially those of older students~are no
longer particularly likely to support the schools, efforts to get them
to vote may not bi. of much use either.

Schools should strive to avoid controversy, which is strongly -
linked to election defeats. A good way to do this is by working to
improve communication between the schools and the voting
public. As the document hopefully suggests: “School systems that

. consult the public about educational policy may welt find that




voters who feel that the schoois are interested in their opinions all
yea, not merely at tax time, will not be so reluctant to pay the costs
of quality education.” .

2 @@ ¥ alkinham, Ken. "Organized Work: The Road to a
Successful Referendum.” Phi Delta Kappan, 57, 9
(May 1976), pp. 611-12. EJ 137 985

Falkinham, notingthat ” America’s school districts must deal wit
an increasingly obstinate electorate,” outlines some strategies, for
facilitating passage of school financial measures. Yo begin with,
schools should carefully analyze their needs. They should make
certain that “all alternatives to tax inCreases or new bl}i ding
programs have been exhausted” and that “all avenues of expense

. cutting and/or building and room utilization have been congidered”
before- submitting requests to the voters. When the election is
called, “the public must be convinced that the Board of £ducation
and the school administration aie solidly be hind the referendum *

Falkinham next outlines a plan t6 promote passage of the budget
measure. His plan includes a careful puldicity c;zfpaign and a
concerted effort to get out the “yes” vote. But “what makes the
plan differen! from other campaign tactics is its essential ingredient.
small group presentations.” Those who speak/to these small
gatherings should féllow a precise outline designed to ensure
»consistent, credible presentations.” In thi§ way, the same
information will be disseminated at each mee fng, the same points
emphasized and not emphasized The meetings themselves should

be “informal, give-and-take, question and a’is»wer sessions ”
Budget Elections.” The Western Political Quarterly,
29, 3{September 1976). pp. 440-56. E] 148 082

Hall and Piele conducted a study of voting behavior in Eugene.
Oregon. They found that “house value was strongly . . and
positively correlated to positive véting.” In addition, they found

~ positive voting by individuals with incomes 0 excess of $20,000.”
These findings may indicate “tHat higher income increases the
cjpacity to pay taxes.”

Another usefut predictor of/ polling place voting was previous
support for George Wallace. The authors suggest that a Wallace
vote reflected a worldview that summarized many of the feelings
attributed to "alienated” individuals The study found that “support
for Wallace and oppositiop to school budget elections are closely
related and cut across the class line reflected in house value.”

“However, “the single most significant indicator for predicting the
outcome of school bydget elections in Eugene” was previous
polling place voting ha}:ils. The fact that the schoof budget election
decision appears to be relatively permanent does not, of course.
explain how that dgcision is made initially or why it ‘night be
changed: the authofs suggest that these might be useful areas for
further research,

 Hall and Piel¢’s work is interesting for the factors it suggests do
“influence voting behavior, it is positively surprising for at least two

Hall, John Stuart, and Pigle, Philip K. “Selected
Determinants of Precinct YOling Decisions in School

fﬁctors it suggests apparently have no influence, The authors note 93
that “there now appears_to be substantial evidence to seriously

’

/'question the long-standing belief that schools can look to parents
" rather than the general public for greater support in schogl firancial

elections.” And while there was “some negative relationship
between age and positive voting” {confirming the maxim that the
elderly vote against school budgets), the correlation disappeared

when house value was added as a control. .

Hatley, Richard V., and Croskey, frank L.
“Sacioeconomic Variables as Predictors of School
Financial Referenda Voting Behavior.” Journal of
Education Finance 2, 4 (Spring 1977). pp. 481.98. EJ
160 442, <o

With costs searing and school referenda failing educators have
been compelled to turn to the realm of the political scientist and
consider the causes of voting behavior. The financial bind has
convinced administrators that voter apathy and negativity can
continue only if the public is not addressed on its own terms, If
religion. for example, is particularly important in deciding the

25

. response at the polls, school districts might well want to gear their

campaigns to religious issues.

Following up on previous studies, Hatley ano Croskey assess
stable soctal and econdmic factors along with more fluid attitudes
toward school personnel, efficiency, and efiectiveness. The
rescarchers sent questionnaires to, a random sample of voters in
rural, suburban, and urban Kansas districts that had held a bond
election within the preceding two years. The results were subjected
to regression analysis, which accounted for variance with disparate
résults —99 percent in one case and only 15 percent in another.

The most significant of the variables were not economic or
attitudinal but personal and sociological: sex, marital status,
number of children, mobility. and educational level. Although such
insights are helpfd.ll, Hatley and Croskey do not pretend to have all
the answers. "Perhaps voting,” they suggest, "is largely a very
personal: somewhat unpredictable, impulsive behavior lacking
conscious rationality on the part of the electorate.” )

The study is both encouraging and discouraging. On one hand,
Hatley and Croskey have developed a useful tool for assessing and
predicting the results of school financial referenda. But the most
important variables seem to be those not easily changed. Short of
attempting to keep people in certain sociveconomic Jevels away
from the polls, there may be little administrators can do to bolster
electoral support. and referenda will continue to fail:

2 5 Phi Delta Kappan, 54,8 (April 1973), pp. 567-68. €] 077
857.

Jennings points out that ofie r=asen for school finandial election
defeats may be simply “the refuctance of citizens to pay more
taxes.” Indeed, there need not even be any real objection to the
financial measure being proposed: schools may be merely the
victims of “yoters’ frustrations at their inability to directly affect

Jennings, Robert E. “The Effects of Tax Resistance,”
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taxing policies in other jurisdictions.”

Often factors other than tax resistance help to determine the
outcome of an election The public may, for example, object to
certain spetific school policies, even the personahities of school
officials may generate controverdy In addion, in bond elections
there may be disagreements about the locations and designs of
proposed-school facilities

}ennings reports on a study to deternmine the effects of taxpayer
resistance in four suburban school dsstricts The study indicated
that “tax resstance can form a sohd bioc of opposition to funding
proposals,” but that this need not lead to the defeat of such
proposals A more critical problem is the presence of unresolved
controversies in the election Such controversies augment the
relatively constant nucleus of opposition formed by tax resisters,
thus “the more unresolved 1ssues  the greater the nsk of defeat ™
Tax resistance itself is probably impossible to ehminate, so schools
should work "to isolate tax resistafice through reduction of other
controversies.”

2 5 2 Jennings, Roberi E., and Milstein, Mike;’M. ~Citizens'
Attitudes in School Tax Voting * Hducation and
Urban Society. 5, 3 (May 1973} pp 299119, £} 078

893

95

This article takes a broader, but no less insightful, look at the
survey of voter attitudes discussed in Jennings. The study focused
on four distncts in suburban Buffalo, New York, that had recently
held bond ¢lections, tvo of which were ‘successful. The authors
found that most voters—negative as well as positive— expressed .
faith in local school boards and were relatively satisfied with the
quality of edycation the schools were providing. lronically, the
authors speculate that such confidence in the schools might -
actually encourage negative vating among voters who feel that the
schools are afready doing a good job and therefore do not need any
more money. 7

Even voters who are satisfied with the schools may vote against
bond measures if they become concerned about specific issues. For
example, in the two losing districts “building plans became centers
of controversy * More generally. many voters in losing districts
believed the proposals included too many “fridls.” As a result, they ;
tended to question “the necessity of new educational features and ;
the appropriateness of the architectural designs of. the proposed
facilities.” ’

The tax costs of a proposal were often important in determining
its fate. Some voters would oppose even desirable and reasonably
priced facilities if they thought building them would cause taxes to
increase. Less affluent voters were apparently most concemed
about rising taxes; “the lower the (voter's) income, the mofe likely
the tax bill was perceived as becoming excessive.” This suggests
that a voter’s ability to pay a tax increase may be more important
than the absolute size of such an increase.

Cant Afford to Lose. Atlington, Virginia: National
School Public Relations Association, 1977. 97 pages.
ED 140 428.

“A financial revolution has descended on the classrooms of
Amenca,” Jones says in his characteristically melodramatic style, .
“perhaps with more intensity than any other revolution to visit,
public education stice s conception in the early 1800s. The
revolution has meant ciosed schools, latd-off teachers, drastic
cutbacks in educational sernices, and defeat after defeat of bond
issues and tax levies intended to stem the flow of the fiscal tide that
continues to erpde public education from coast to coast.” But the
national trend is not the whole story: some bond issues and tax
levies are passing. With today’s frugal alectorate, administrators
need to be especially awara of how to wage an effective campaign,,

Although no one strategy is infallible. there are several elements
common to almost every successful school financial election. Jones
emphasizes that yearround communication s a necessity and that
the budget should be intelligible since vaters are likely to resént “a
waterfall of financial figures and formulas couched in fiscal jargoh’
that only an accountant can understand.” Another key ingredient is
citizen participation, a factor that adds an essential note 'of
credibility to a budget proposal Finally. the first announcement of
the campaign should be carefully planned and well peblicized; a
recent study of bond elections in lowa indicates that three-fourths

2 5 ) Jones, §. William. Budget/Finance Campaigns: You
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of the voters made up their minds the first time they heard of the
proposal. .

While these truisms deserve attention, it is the practical details of
ofganiZing a campaign that will try administrators. At all costs they
should avoid the specter of a split school board, sinc e friction within

L the board of education can only make the electorate wary

Q
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Strategies should be mapped out on the basis of previous election
results and-public opinion polls The campaign should be directed

“toward those who already support the budget, not those who are

opposed; “it’s more productive and easier to find ten "yes’ votes
than to tum one no’ voter around.”

Every effort should be made to involve the public Citizens
groups should not be allowed to run the campagn. howover,
because it is mﬁﬁfémonals who fave the requisite time,
experlence, and knowledge The most successful approach. Jones
argues, talks less about money and more about Programs.
Education is for students. not accountants. He fills out these and
other suggestions with numerous examples, including short
sketches of successful campaigns and advice from other experts.
" To shortchange an election campaign is to shortchange the
students, and Jones emphasizes that 1t is impossible to be too
pragmatic. A referendum may be only a test of a district’s public

“relations abilities, but the stakes are too high to depend solely on

the electorate’s goodwill.
2 Kowalski, Joan P. Sullivan. Voler Behavior and
Campaign Strategies in ‘Schoof Finance Electigns.
. Arlington, “Virginia. Educational Research Semce.
Inc., 1977. 5)-pages. ED 140 383 L

Thits tesearch brief summarlzes most of the recent work (halFas
been done on school clections, The Educational Research Serince
describes the recent history of school finance voting. discusses
some of the factors that influence voting behavior, and suggdests
campaign strategies that can be effactive in promoting passagedof a
school money measure. pMost of the mater.al 15 notongmal, bul this
document is useful as a single source that includes a representative
sample of existing information about school financial elections.
ERS"s summary of “variables that are associated with favorable”

election putcomes contains some thoughtful advice that school,

officials would do well to heed How citizens vote depends i part
on their perception of the superintendent or school board. “Voters
who identify strongly with school officials” and “who.believe their
school officials are providing effective leadership” are more likely
to “vote favorably for the schools 7 instead of encouraging greater
participation, districts should “take advantage of nonnal low
turnout to recruit more voters who favor school issues ™ ERS also
recommends that schaol officials ~“begin campaigns carly. the
longer the campaign effort, the more likely it is that the bond or tax
issue will pass.” Finally, because “voter behavior surveys indicate
that a high information level was assaciated with positive voting

while the greatest negative voting was registefed by those who
thought there were' no local needs.” districts should work to
communicate arguments for approving money requests Such

PAFullToxt Provided by ERIC

communication is bagt achieved through “encouraging community

participation in schoolrelated activities.”
25 Property Taxpayers’ Revolt” National Tax fournal,
30, 4 {December 1977), pp. 441-56. E} 175 590.

The "taxpayers’ revolt” of the early 1970s is often seen as an
attack on a particular form of taxation—a line of thinking that
assumes voters are opposed to the proPerty tax per se. Because
property taxes afe an important element in school financing. the
electorate’s reluCtance may also be seen as an expression of
disenchantment! with the whole edutational system. But, as
Net:fetd convincingly demonstrates, there is no need to draw such
harrowing conclusions from the schools” succession of defeats at
the ballot box. The voters support education, but the drastic budget
increases of the Jate 19605 and early 70s simply proved excessive.
“The ‘revolt’ can be sean, in this light as a signal to the public
education secto} to appropriately reduce its rate of growth of
expenditures.” |

Neufeld grounds his argument in a model of voter behavior in
millage elections—a model that is also useful in understanding
public attitudes toward tax increases generally. Basic assumptions

Neufelcl ]ohn L. “Taxrate Referenda and the

- are lad out in formulas that are tested with referendum results in

seventeen Michigan districts. Neufeld contrasts elections held
during the relatively acquiescent years of 1959-1961 with those held
during 19691971 to determine if the latter era is characterized by
anything that might be described as a property tax rebellion.

His analysis indicates tat “not only is there no evidence of a
property taxpayers’ revolt in the Yater period. but the evidence
suggests the contrary: the property tax appears to have been a less
objectionable source of school fma ncing in the later penod thanthe
carlier period.”

With this kind of evidence, administrators can no longer blame
all their troubles at the polls on an unappeasable electorate. There
have been no dramatic changes, the public still supports education.
But the voters insist that the price tags reflect the expedtations and
realities of the 70s.

25!

Piele, Philip K., and Hall, John Stuart. Budgets, Bonds,
and Ballots: Voting Behavior in Schoo! Financial
Llections. Lexington, Massachusetts: Lexington
Books, D. C Hecath and Company. 1973 220 pages.
ED 137 989,

In this comprehensive volume, Piele and Hall catalog and
evaluate the findings of nearly every significant empincal research
study conducted from 1960 to 1973 of voter behavior in school
financial efections. They note -that voter behavior has changed
markedly in recent years. The passage of a school financial
measure, onct little more than a formality, has becomeincreasingly
difficult. Since the mid1960s, the consensus of the electorate
“appears to have changed from a majority in support fof such
measures] to a majority 1n opposition.” Despite this shift, there is
still general approval of and esteem for public education. In fact,




96 there seerps to be little connection between a voter's perception of the passage of the proposal.
the quality, of public education and his or her voting habits. Aithough his observations may be of practical value, Rubmfeld s
The autpors considered t' = relative importance of various primary interest is in the development of a model. He concludes
factors in s{laplng the decisions of individual vote.s. They found that microanalysis s a valid tood 1n assessing and predicting election
little support for the theoty that people vote out of simple  decisions and that it can lend precision to the findings of aggregated
economic s¢lf-interest. There is evidently “no significant relation- studies. - ’
ship betweeh relative issue cost and election outcome.” Further,
* although hémeowners are the group most directly affected by
igher property taxes, the authors found *no statistically significant
lationship'between horhe ownership and voting for or against a
chool Tinancial election.”
Socideconomic status may, however, influence voting; there
3ppears to be a “strong positive relationship between income and
educatponal attainment and positive voting in schoo! financial
elections.” In addition, voting behavior may be inffuenced by how a
person sees his relationship to his community; “voters who are
alienated are rmiore likely to oppose school financia) issues than
those who are not.”
As public atiitudes toward school financial measures have
changed, 50, too, have the bast tactics for suppotters of such
measures to employ. Empirical support for the idea that the best -
way to secure approvar is to “get out the vote” is “almost
nonexlslent " In fact, the authiors suggest that a “general increase in
voter rumout will produce a relatively greater representation of
those less likely to favor school financial elections.” Thus efforts
should be focused primarily on those most likely to support the
measure, typically on “young. highly educated, relatively wealthy
white-collar workers.”

2 5 Rubinfeld, Daniel L. “Voting in a Local School
Election: A Micro Analysis.”” Review of Economics

and Statistics, 59, 1 (February 1977), pp. 30-42. £j 158
. 722,

Most recent studies of voting behavior have focused on the
“median voter” and have been based on data from the precinct,
school district, oriocal level. Although there are advantages to such
an approach, it ignores important elements and invites bias. An
analysis of information drawn from a survey of households may
have fiabilities, but F sbinfeld has nevertheless found it a useful
complement o othe tacks. His microanalysis of two local school
elections in Troy, Michigan, not only suggests importtant influences
on voter behavior, but afso reveafs methodologicaf weaknesses in
the aggregated model.

The May referendum in the Detroit subu‘fb faifed by a large
niargin whife the same budget presented in june barely passed.
Rubinfeld posits that voters make their choices according to self
interest, and the milfage efection results generalfy bear out his
assumption. Those most incfined to suppott the schoo! budget, he
found; are usualfy relativefy wefl off, have chifdién in school, and
expect to get their money’s worth out of education The success, of
the second referendum, then, was mainly a resuft of new volers\at
the polls. not attitudinal changes. Michigan’s ™circuit-breaker”
property tax, relief pfan was introduced between the May and June
elections, but it does not seem to have played an influential role in
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Schoo
Volunteer
Programs

2 5 Q) Ainsworth, Ellen. “Parent Involvement in Schools: A 97
Parent’s View.” Thrust for Educational Leadership, 6,
3 (January 1977), pp. 6-8. E] 159 815.

The parent’s perspective on volunteer programs is of particular
interest in a field that is directly concemed with nonprofessionials.
As an education consultant with the League of Women Voters and
asa concerned parent, Ainsworth is well aware of the difficulties of
instituting a volunteer project. But she finds no reason to despair;
the solution, she’ suggests, lies in a realistic assessment of the
situation and appropriate action. '

Ainsworth’s long rundown of likely problems is a hel pful waming
to those who might expect a volunteer program to run smoothly on-
goodwill alone. On the district level, administrators are apt to
ignore the help that volunteers have given, may have diffucdlty
choosmg members of advisory committees. must arrange training
programs, and may encounter frustrations in the cotrse of tong-
term projects, On the classroom level, teachers must leatn to treat
parents as coworkérs, not as rivals, and a coordinator must match
volunteers’ skills and personalities with needs. ‘!

while Ainsworth does not minimize these obstacles; he is not
easily discouraged. Training in group dynamics can ease tensionsin

committee work, attrition will eventually take care of uncommitted
parents, and volunteers ¢an learn to accept training. Alnsworth’s
optimism is not unfounded: her participation in an Early Childhood
Education school has convinced her that parent volunteer programs
do work. The result, she says, is less alienation between the schools
and the community. ”

2 5 Barlley, Bayard. Potential Building Techmque (PBT):
A Volunteer Para-Professional for the Classroom.
Santa Ana, California: Santa- Ana Unified School

District, 1976. 11 pages, ED 122173,

Numerous programs center on students with severe educational
problems, but the “average” child is too often neglected. The
Potential Building Technique (PBT) is designed to reach this group’
by encouraging all pupils to feel worthwhile. Developed by Bartley
for the Santa Ana schools, the technique has been used with great
success in several Califomia districts.

The PBT volunteers are not asked to grade papers, discipline
students, or perform clerical duties (some of the tasks frequently
associated with volunteer work). The PBT aide is in the classroom
for only one reason —to interact with the children on a one-to-one
basis and give them confidence in their social and academic
endeavors. Acceptable behavior is-fostered by tactile, aural, and
visual rewards. The volunteer touches the pupils wannly, looks
them in the eyes, tells the children exactly what they have done
right, and makes a slash on the Work Record card: each response is
a tangible reward for the child,

The BT 15 one of the few programs that actively seek out the
student who sits quietly in the corner. With the kind of close
mteraction it offers, volunteers can feel that their time has been
well spent, and children can discover a new sense of -
their own abilities.

1oz
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Columbus Public Schou s. Volunteer Services System
Year 3. Columbus, Qhio: 1976 116 pages ED 126612

Project Director Helgerson and her coworkers have updated two
_previous reports and constructed a comprehensive model for
management of a volunteer system suitable to any school district.
The basic$ mode! is designed to meet the needs of a changing
community, the administrative structure is, therefore, dynamic and
amenable to shared decision-making The orgamzation of volunteer
activities also allows for inriovation, and an assessment period
invites modification. -

Without willing workers. the model 1s only theory, so ¥'section on
the management of particular programs indicates ways to put the
system into practice Attention is paid to recruitment strateies and
treatment of volunteers Samples of media announcements are an
especially useful feature of this discussion.

The actual operation of a school volunteer program requwes
numerous decisions in many areas, including preparation of a
budget, scheduling, and program development Helgerson treats
these chalienges s exercises in problem-solving and outlines a step-
by-step procedure for dealing with them_ The suggestions for staff
operations are similarly practical. and actual job descriptions are a
helpful adjunct to the general commentary

Thiz handbook’s greatest virtues are its abundance of pragmatic
advice and many examples of materials. Tneoretical |ssues"are
grounded in practical considerations, and there 15 a clear awareness
of the intricacies involved in runming a successful program.

2@ Dovie, James R. "Digging for Human

“reasure.” Educational Leadership. 34, 1 Qctober
¥76), pp. 26-30 EJ 146 508,

The most ok stous beneficiaries of school volunteer programs are,
of course, the children themselves Students are offered new
activities and the personal attention that can aid their academic
progress. But the rewards of volunteer programs do not end with the
students, for the volunteers may discover a new sense of worth

In thisenthusiastic report on the Teaching-Learning Communities
project in Ann Arbor. Michizan, Doyle delineates some of the
benefits senior citizens may reap from their involvement with the
schools. The most significant of these gans. Doyle suggests, is a
new sense of belonging By sharing their skills in woodworking,
photographv, cooking. science, music, reading. and gardening.
“grandpersons’” rediscovered the value of their own abilities and
renewed théir interest in the world .

Doyle recognfzes that a program involving senior citizens
necessarily requires careful consideration of their situations. Health
problems, for example. may rule out the participation of some
volynteers, and transpartation may entail careful coordination But,
as the Ann Arbor project indicates, there are no iﬁsurmouqtablo
difficulties, and the rewards are well worth the effort

Doyie’s high praise of the project and its director. Carol Tice, 15
not just polite professional flattery, he has adopted the Teacling-
Learming Communities program in his own distnct. and he
encourages other educators to do the same,

L

Robert M. "Parental Involvement in the Schools:
Towards What End?” Paper presented at American
Educational Research Assbciation anmual meeting,
New York, April 1977, 22 pages. ED 143104,

. This comprehensive review of the literature on parental
involvement with education 1s an appropriate antidote to the many :
suggestive but insubstantial reports in the field. The authors casta *
critical eye on the work done in four areas—volunteerism. parent-
schdol communication, parent training, and policy-making—and
find it generally lacking m rigor. The literature often neglects to
descnibe the causal relationships between increased parental
mvclvement and its results, leaving the all-important links-to be
nferred. Moreover. the methodologies usually do not allow for
careful measurement, and there is a paucity of followup
information on the effects of parents’ parficipation.

In the field of volunteerism, for example, the literature extolls the
virtues of vanous projects and outhnes many ways of utilizing
community resources. But for all the apparent success of these
programs, little attention has been paw to measuring the outcomes
or to evaluating the effect of volunteer actwities on students,
parents, teachers, and administrators. With such significant gaps i
the scholarship. the authors cannot help but reserve judgment o
the worth of volunteer programs; more than plaudits are needed Z

2 @ Filipczak, James; tordeman, Ann; and Friedman,

demonstrate the value of parental ivolvement jn the schools.

A useful complement to this study’s insistence on rigor is Jan
eightpage bibliography. . . "/

2@ Hickey, Howard W. “"Community Education’s
Implications for Teaching.” Journal of Teacher
Education, 28, 4 (JulyAugust 1977), pp. 19-20. E} 166

777, ’

Even though community education may require teachefs to
drastically reassess their assumptions about the purposés of
education. there 15 a growing movement Lo break down the walls’
between the commumty and the classroom. Learning, ,f-lickey
emphasizes, 15 an active process. and direct involvement with the
community :s the most effective means of broadening students’
horizons. Volunteers can offer their expertise and expgrience as
well as their concem, and community activities can offer the mest
stimulating classroom of all.

Hickey suggests the maijor obstacle to communily education is
not logistics, finances, or politics, but educators’ ?ttitudes. He
argues that teachers must become planners, not 1nstructors, They
should continue to make the crucial decisions about the most
rewarding environment for leaming, but they must sometimes
relinquish ther podiums to the unacknowledged experts around
us—the veteran pext door, the musician across the street, or the
service . station owner downthe block. The confines of the
classroom should give way to wisits to factones, streams, and stores,
Not only will students become more interested in a given subject,
but they will gain a practical understanding of its career
implications. And the final reward, Hickey says, may be the
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students’ new sense of identification with the community where
they live.-

2 @ @ Hlinois State Office of Education. Because They Care:
A Resoyrce Manual for Volunteer Programs.
Springfietd: 1976. 85 pages ED 130 250,

This broad overview of school volunteer programs in Hlinois
oﬁém a sense of the diverse possibilities open to adminstrators.
sembers of lllinois Regional Advisory Councils visited hundreds of
schools before preparing therr recommendations on the vanous
projects in their state This breadth 1s apparent in both the general
discussion and the abundance of practical examples and
information.

The manual glveﬁ helpful explanations of programs in linois,
with special attentjon to the roles of the seniof citizen, tutor, and
aide in career education An emphasis on.concrete rosults is
reflected in the advice ontraining and potential problem areas. The
authors are miadful that successful communication among
teachers, volunieers, and administrators depends on clearly stated
goals and taskg, and they outline guidelines in those directions.

" But it is the numerous examplus of various program designs and
procedures t ét are of particular value; samples of everything from
evaluation apd reglslratnpn forms to letters and advertisements are
included. With its lists of project directors” names and addresses,
the report a virtual a[manac of volunteer programs in Hlinois.

%®

lohmon, Simon 0.; Guinagh, Barey }.; Bell, Aicsa M.;
and Esltofi Naney, "Developing a School Volunteer
Program.” Theory into Practice 16,  (February 1977),
pp. 17-22. EJ 163 153,

instituted volunteer programs, theyr approaches have been all too

unsystematic. Research on recruiting, training, and evaluation has

beer especially scant, and educators are left with descriptions of

methods employed in a given district or homilies on the essential

ccifn;}ongnls of a sutcessiul program Writing from therr expericnce
+ i !

fe almost half of the major schoo] districts in the nation have
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with the Florida Follow Through project, lohnson and his
colleagues .offer specific tested tactics that can be used in
organizing any volunteer program.

A summary of basi¢ questions asked by teachers, parents,-and
principals leads into succinct practical advice on recruiling,
training, and evatuation. Johnson and his coauth ors emphasize that
potential volunteers are easy to identify, but recruiting them may

prove challenging. Telephone calls. social gathefings. and word of *

mouth are all useful, but soliciting should be done in an organized
mannér, Business people, for example, may be a valuable fesource,
but théy are often unavailable when they are needed most. A
Follow Through project survey alleviated this problem by providing
teachers with the information necessary to schedule vmts by this
important but elusive resource,

The treatment of training and evaluation omlmes general

-principles of organization and offers advice on specific procedures.

Training should address the objectives of the program aswell asthe
activities expected of the aides. After the initial training and
classcoom visits by the project coordinator, followup workshops
may offer an opportunity for dealing with the frustrations that are
bound to arise in the early weeks of the program. Evaluation should
pe a continuing process, with a monthly assessment of performance
and objectives. The Florida researchers also deal with some of the
myriad details involved with developing a program; they suggest,
for example, time limits, preferred locations, and even manners
conducive to successful meetings. s v

The aftention paid to both principles and particulars makes this a
helpful model for ‘organizing a volunteer project in any area,

lee, Robert )., and Rubinsiein, Robert E. “Big
Brother—Big Sister: A Public School Approach for
the ‘70s.” Child Welfare, 56, 5 (May 1977). pp. 333-38.
E) 162 783,

The Eug\ene {Oregon) schools’ Big Brother-Big Sister program is
designed to provide emotional support for elementary and junior
high students who are having difficulties at home or in school, Lee
and Rubinstein assign the success of the project to its unusual
organization and slaff supervision,

Volunteers are recruited from many sources—the local
university and community college, the business world, the elderly,
and the unemployed. After undergoing careful screening and
training. volunteers are assigned to children whom they will see for
at least fifteen hours a month. Therr activities are not particularly
dramatic or expensive: thevolunteer and child may take a bike ride,
walch television, bake cookies, or sew, for example, .

The children’s backgrounds are as heterogeneous as those of
their big brothers and sisters; they come from all economic levels
and from one- and two-parent families, The common denominatof
among the students 15 a sense of isolation. Volunteers are not,
however. asked to work with emotionally d|sturbed. handlcapped
or delinquent children. -

Problems are bound to arise inthe course of such a program. but
continued contact between the stafi and volunteers has kept
misunderstandings to a minimum. Volunteers atterd Tomhlv

10,
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100 meebngs where they can express their concern and test therr ideas

Experfenced big brothers and big sisters are on hand to advise
newcomers. and problem-solving techniques are employed.

Allhough not fooiproof. the program has gamered widespread
corpmumtv support: and won new fnends for the schools.
Neighboring distnicts are already emulating the Eugene model, and
L?e and Rubinstein hope that others will jotn them.

i @7 Mastors, Charlotte. School Volunteers: Who Needs
2 Thern? Fastback Series, No. 55, 8loomington, Indiana:
Phi Delta Kappa Educational Foundation, 1975, 5

pages. ED 103 983, }

According to Mastors, community-based school unteer
programs, coordinated at the state level, can help problery-beset
schools accomphsh thewr goals. Without raising costs. ‘such
programs tap commumty resources to help schools prowde
adequate learming expenences and promote school-community
" rapport.

Mastors recounts the organization of LINKS (Laymen in North
Kingstown Schools). a local community-based program that she
directed, and VIRIS (Volunteers in Rhode Island Schools) a
statewide coordinating orgamzation that she now directs. Both

LINKS and VIRIS are incorporated tax-exempt charitable
organizations independent of the schoal system.

The successiul expenentes of LINKS and vIRIS show how a
community can meet the challenges presented by financial

- problems. legal restraints. and staff resistance and can establish a

volunteer tutoring program. Aastors Bives an eleven-step process
for the development of a volunteer program and specific guidelines
for its administration. She also pwes sample letters, evaluation
forms, and a volunteer coordinator job description.
* This publication 1s addressed to coromumity me.nbers seeking to
establsh a self-goverming yolunteer program rather than to school
admimstrators. Its discussion of program admimistration and its
sample forms, however, can prove useful to school-base ' s,
The LINKS and VIRIS program models also offer altemat _stou .
typical school-based program.

UGS

Mott ll'lstitut:e for Community Improvement, The Use
of School Volunteers. East Lansing: Michigan State
University, 1973. 10 pages. ED 109 443,

The problems in using schoo bzolunteers are, according to this

bnef but sound report from the Mott Institute for Community
improvement. “more than offset by the results—a better
community m which to educate children and adults * Within a
planned and wmaginabive program. volunteers can extend the
teaching capacity of a school, bring unique skills to their service.
and improve the chmate of the community

The bulk of this report covers the process of developing a
program, from the initial determination of volunteer roles to
evaluation. A general discussion of problems encountered n
program development contams some useful suggestions.
Concerning volunteer recruitment. for instance, the institute
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&
recommends the use of tnal commitments of eight weeks rather
than the typical indefinite dommitment. This practice helps
overcome the retrcence of potential volunteers and gives both
school and volunteer an established testing period of the
volunteer's service. The institute-also suggests that prospective
volunteers be allowed to participate in the development of their job
descriptions. If they cap incorporate their interests and talents in

their service, they more likely will find satisfaction.
Costs. Student Needs Adington, V‘rgm:a 1973. 68
pages. ED 079 257.

This thorough report prowides an overview of school volunteer
programs. giidelnes for ther administration, and examples of the
practices of individual programs. The information gathered from
over four hundred programs offers both a summary of common
program concerns and practices and a full selection of mdwudual
ideas and insights.

Mixing facts and advice, the booklet covers the benefits and
drawbacks of volunteer programs. their planning and coordination,
the specific tasks of volunteers, volunteer recruitment. training and
retention, and program evaluation. Five different programs receive
attention, among them a large urban program, a comprehensive
statewide program. and a cross-age teacning program. A concluding
list of organizations and programs offers sources for further
information.

This repott can be helpful to schools considering the develop-
ment of a new program and to established programs in need of new
ideas. The discussion of possible volunteer tasks is particularly
suggestive. Volunteers need not be limited to the standard clencal
and tutorral tasks. They can provide such imaginative services as
behavior modifrcation play therapy. the training of children with
poor perceptual motor skills, and the ombudsman-like handling of

community complaints.
Columbus: Division of Special Education, 1974. 28

pages. ED 105 690, L

To promote the development of similar programs, this publica-
tton repotts on the implementation and evaluation of a school
program using volunteers to help behaworally disordered children,
Through the Franklin County Community Helper Program,
volunteers worked individually with such children within the school
to help brng about behavioral and academic growth, The helpers
met twice weekly with the children for informat conversation,
games. and academic tutonng More important than any tutoring,
however, was the development of supportive relationships between
helpers and children.

The program was judged most successful in helping mildly or
moderately disturbed children, parucularly those who had scoted
high on the madequacyammatunty items of the Quay-Peterson

National School Public Relations Association. School’
Volunteers: Districts Recruit Aides to Meet Rising

Ohio State Department of Education. Utilizing
Volunteers for Children with Behavioral Disabilities.
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Behavior Check List The most successful helpers were those who
peovided high levels of nonpossessive warmth and empathy.
Based on the experience of the Franklin program, the report
peesents guidelines for the establishment of similar programs,
sHggestions for the training of volunteers, and sample volunteer

activities.
Developing a Volunteer Tutoring Program. Salem.

1974. 64 pages. ED 131 575.

An acronym for Every Student Cares about Personalized
Education, ESCAPE is a University of Oregon program that assists
children and encourages student involvernent with the community
The project began on a modest scale but has since blossomed nto
such a wide-ranging program that it has been chosen for inclusion in
the Promising Practices in Oregon Education series on innovative
pedagogical technigues. '

The descriptions of the project’s structure, tutoring guidelines,
personnel training, and teacher orientation contained in this manual
provide not only an informative look at a particular program but also
offer a model for districts with similar goals and needs

First, the authors state the program’s goals and outline an
appropriate ctructure Careful attention is given to the delegation of
responsibilities, the specific tasks of the administrators. and recruiting
techniques The second section lays down principles that define the
tutor's relationship with the teacher and pupil They emphasize the
practical problems of establishing rapport and planning a tutoting
session. A reading Yist on basic approaches to education s a useful
addendum to this section and 2 reminder that tutors need to
understand the significance of their efforts in a larger context.

A section on personnel training is especially helpful, the authors
outline the topics for weekly seminars and provide specific examples
of technigues ysed in the curriculum Finally, the report deals with the
teacher's role in personalized instruction The teacher bears the final
responsibility for the pupil’s progress, the support, expetience, and
guidance provided by the teacher are essential ingredients in a
successful tutorial progi, m

The manual is noteworthy far its practicality. Concrete situations
are given the attention they deserve and are discussed in a

straightforward manner.’ o
Coordinators of Volunteer Programs. Philadelphia.

1975. 134 pages ED 117 341.

This valuable handbook. a revision of the popular 1972 ABC's: A
Handbook for Educational Volunteers, offers comprehensive
guidelines for commumity members and educators wishing to
agtablish or improve school volunteer programs. It both discusses
the goals of such programs and gives abundant specific advice that
is adaptable to different local needs and situations. Commendably.
the handbook is clear, organized. highly readable. and thorough It

Oregon State Department of Education. Manual for

\ Recruitment Leadership and Training Institute.
Volunteers in tducation: A Handbook for

l glves indepth coverake to all the standard asbects of program

&

development. implementation, and ev‘e_lhlxation and also provides 101

helpful discussions of funding sources and proposal preparation,
several program models, and the use of volunteers in career
education. ’ ’ :
‘Typical of the handbook’s thoroyghness is its treatment of the
orientation and training of volunteers. It lists possible orientation
activities and elements comnon o preseyvice training programns,
gives suggestions for developing a training program, and discusses
training techniques and on-the-job orientation. It also provides an
outline of a sample orientation Program. a list of activities for
continued training, and specific guidelines for training student
volunteers through role-playing sessions and workshops.
2 7 Issues.” Phi Delta Kappan, 58, 10 {June 1977). pp.
75556, E] 160 489,

In this editorial director’s report on a 1977 National School
Volunteer Program (NSVPconference, Wyckoff notes that the very
success of volunteer projects hasunsettled many professionals. The
relationship between the educator and the volunteer remains
unclear and is poténtially volatile, The ,author wonders, for
example, what would happen if teachers went on strike, A massive
volunteer program might well undermine the walkout and force
teachers back into the classroom with their demands unmet. Recent
history already includes examples of superintendents and principals
who have tried to keep school doors 0pen with the help of volunteer
aides. There is also fear that these days of budget constraints may
lead to the permanent displacement of professionals by unpaid
citizens. .

Wyckoff supports volunteer programs, but she insists they should
not be allowed to threaten the teacher’s position. She suggests that
the solution lies in careful definition of the volunteers’ role and their
relationship to the professional educator. The NSVP’s
recommendation that volunteers remain on the sidelines duning a
strike is a step in this direction, but more study and guidelines are in
order,

Wyckoff, Lorna M- “School Volunteers Face the




27@ Blakeslee, Jran C. “Individualized Inservice’
Training.” Catalyst for Change. 4, 2 (Winter 1975), pp.
4.8, E) 119 970.

A unique inservice training program in Delaware, Ohio, allows
each teacher to choose the particular ways he or she will improve
teaching ability. Teachers choose such goals "as improving
classroom management or incrqasing student participation in more
meaningful discussions. In the course of the twelve-week program,
teachers are videotaped six'to nine times as they present a lesson.
They later view each fifteento-twenty minute videotape with a
trained Inservice Training Leader who teaches them to analyze their
classrmom behavior and plan improvement strategy.

The program is based on.the Inservice Strategy Model for
Modifying Teaching Behavior developed by the Michigan-Chio
Rezional Educational Laberatory. As Blakeslee explains it, the plan
rzsts on the.belief that “self-directed change is more likely to
produce pessisting change.” Because teachers choose their own
goals for improvement. they realize that the program “is not
something done to or for them, but rather something done with
them.” Staff members can participate in tk2 program again and
again as they discover new ways they want to continue their growth
as teachers. '

"

27 5 Brainard, Edward. The Colorado Department of
Education and the Development of School District

., Based Adminisator Renewal Programs. Denver:
Colorado State Department of Education, 1975, 15
pages. ED 114 993, . *

In 1975, thirty-one Colorado school districts were planning or
opetating their own administrative renewal programs, primarily
aimed at middle management educators who have completed their -
formal education. Brainard. of the Colorado State'Department of
Education, has. reviewed these- programs to identify “the
characteristics of effective administrator renewal programs, ,

Brainard maintains that the best programs allow participating
administrators to select topics and problems for study that are
related to their own jobconcerns and schoo! improvement projects.
Scheduling continuous sessions with followup attivities works
better than “oneshot” events. Smallgroup and individualized
sessions are more successful than large workshops,

Brainard also presents the step-by-step activities that Colorado
school districts have undertaken in planning administrative renewal
programs, Many districts organize a collegial team {seven-ten local
administrators who cooperate as consultants} to design a renewal
program and analyze suitable problems for study. According to the
author, this is.a particularly effective innovation, since umiversity
professors or outside conscltants may be too costly for many
districts, .

The report concludes with a list of goals and objectives adopted
by the Colorado State Department of Education to support the
development of admlnlstrator renewal programs in local school
districts.

. ¥
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Day, Barbara D., and Jenkins. lames W. "North
Carolmas K-3 Staff Development Program.”
Educational Leadership, 32, 5 {(February 1975), pp

27®
. 326-30. £} 125 035,

Although the staff development program described by Day and
Ienkins is limited to a very specifi}: purpose—K-3 continugus
progress education—the nnovative program includes valuable
components applicable to all staff development efforts.

The statewide program includes summer mstitutes utilizing a
team approach in which teachers. special education teachers,
. aides, supervisors, and principals who work together are trained
together in new teaching techmques, human relations, and values
clarification. Participants in the institutes are given an opportumty

setting
Other components of the, summer institutes are mtcm\fa/chmg
climcs utihzing videotape: a teacher resource center forcreating

. evaluation sessions are held daly so that the program may be
contnually adapted to meet the needs of participants and staff
Because employment for t2achers in North Carolina has been
extended ‘c ten months, additional inservice trammg days are
scheduled throughout the school year This tramins offers
*workshops, courses, statewtde semnars, and opportunity to travel
to observe and participate in other programs
27 Teachers’ Centers. 5an Francisco Far West
Laboratory for Educational Research and
: Development. 1975 224 pages ED 107 601

1

Devany, Kathleen, and Thorn, Lorraine. Explonng

: ) Devaney and Thorn begin by descnbing teachers’ centers as

*young and homespun but attractive and apparently vigorous
communities in which practicing teachers continue therr
professionalueducalion:' The teachers’ center can serve as a focus
for staff development actwities by providing a place where teachers
can attend seminars, workshops, and demonstrations as well as
exchange 1deas, share problems, and explore and create matenals
for classroorn use.

a style that is Ewely and refreshing, the authors describe
twenty -two teachers’ cenfers, including information about “what
goes on,” style, setting. and programs The authors insist on
“emphasizing the apostrophe” in the term “teachers” center”
because centers must be “responsive to teachers’ own definit-mis of
their continuing leaming needs ” Yet they do not rule out the
possibility of successful centers that originate from and are
supervised by administrators or school distnicts

One such center, the Advisuty Center for the Improvement of
Education in Philadelphia, provides afternoon, evening, and
Saturday wor'.shops tailored to teachers’ needs in such areas as
crafts, active-learning math and science, and language arts In
addition, teachers are encouraged to drop i to exchange matenals
and expenence The center has two fullime coordinators

]
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to use, newly acquired téchmques with students 1 a classroory

materials, and workshdps in cumculum areas Staff meetings and:

/

&

[

supported by the school élslrlcl and is housed in an older school 103

building. . ¥
: Educal:onal Research Service, 1974. 28 pages. ED
098 706,

Intern programs in ecucational administration are bec?:ming a
popular way for teachers and other district employees to enter
school administration, according to this Educational Research
Service (ERS) survey of over one thousand school distriits. Survey

/esults indicate that only one-third of the schools presently operate
intern programs in educational-administration, though two-lhlrds
prefer to hire administrators with intern experience. The surveyed
districts tend to prefer district employees to university students
when filling intern positions. Lﬁge school districts indicate more
extensive experience with intem programs than do small ones.

Responding to the growing professional interest in intemn
programs for educational administration, ERS has assembled
efeven models of school district intern programs in this.report.
selecte.  on the basis of length of operation and variety. Although
ERS makes no recommendations about the value of any one
program. the differences in these models should present an
interesting study to schools considering intemship programs.

Some districts require interns to use many talents in carrying otit
their responsibiljties, such as working in public relations, developing
new instructional programs, and evaluating teachers. Other distzicts
may relegate cibrical responsibilities to interns, such as scheduling
faciities, ordering and distributing supplies, and reporting on
administrative meetings. Most intetn programs do not offer salaries,
though side,jbenefits (such as preferred consideration for
administrative appointments) are ‘often specified in the program
model. The districts that submitted models of intern programs to
this report could have enhanced their value by providing

information about how these programs are working.
2 7 Insetvice Program for School Improvement.”” NASSP
Bulletin, 61, 408 (April 1977), pp. 66-71. £} 162 122,

Duke presents a convincing argument for a comprehensive |
mservice program, He poimts out that each year thousands of
teackers diop’out of education as a result of lack of stimulation.
Furthermore, their morale and continuing education are vital
because they are daily working with students.

Unfortunately, many mservice programs lack provisions for

Jnvolvlng teachers in the p'anming and evaluative stages. Nor do

(?r make provisions for long-term commitment of outside experts

or comprehensive staff development and school improvement.

In an effort to overcome these handicans, Stanford University
and Herbert Hoovet Junior High have developed a ne v 'nservice
model. This came about as a result of a district order to move from
the school’s non-earthquake-proof bullding to a new.open-space
facility. Along with the usual problems, the move increased school

Doob, Heather $. Internship Prograrns in Educational~
Admm:sirauon An ERS Report. Washmgton, D.LC.

Duke, Daniel Linden. “Developing a Comprehensive

-
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104 population and the need for bilingual and multicultural education.

To meet these challenges, work-study teams consisting of
Hoover teachers, aides, and administrators. plus Stanford faculty
advisers and research assistants, selected particular areas of
concern, including language arts, social studies, open space,
bilingual education, multicultural education. and <ommunity

.participation. Each team had a budget and was responsibile for

setting its own objectives and biweekly as. da. The district
provided released time one afternoon per week for the teachers to
woik in their teams, Duke explains many of the team » plans of
action in spécific terms,

Duke is not content merely to hail the predicted success of the
modzl; he concludes his article with a list of obstacles that must be
overcome if the program is to prove viahle over the long run.

2 @ Ehrenberg, Lyle My, and Brandt, Ronald 5. “Improved

g Student Learning: A Necessary Coal of Staif
Development.” Educalional Leadership, 34, 3
{December 1976), pp 2059 Ej 150 1468

Ehrenberg and Brandt present 2 well-organized approach to
implementing a staff development program with the specific goal
of improved student learning The assertion is made that the current
¢risis in education may result from “inappropriate Jactions of
educators” rather than from quality of materials, facilites, or
financial restraints Ehrenberg and Brandt believe that too often
staff development programs do not have a strategy By strategy.
we mean a plan consisting of a sequence of aclions involving
coordination of things and people to achieve an objective forwhich
there is a stated rational¢ * )

“There is a three-part plan necessary for the success of any staff
development program Dunng the preparation phase, the gap
between the dusired outcome and the “‘existing results” needs to be
identified and the causes fur the discrepancy-analyzed. Only in this
way ¢an competencies and subsequent strategies be identified.

In the design phase it is essential to identify which competencies
need strategies for knowledge development and which need
strategies for skill development, the latter requinng additional
practice time. Necessary activities for the learner and the instructor
are also essential.

Duwring the implementation phase, time must be allotted for
training as well as for assessment. Money must be approbriated in
accordance with district goals, and there must be 3 commitment to
maintain the course of action decided on.in theq%:ureparaliOn phase

2 8 Gefiert, Hannah N., and others State Legislation
Affecting Inservice Staff Development in Public
Education. Washington. DC  Lawyers’ Committee
for Civil Rights under Law. 1976 190 pages ED 129

031.

Ceffert and others have compiled legislation n effect as of
January 1976 that constitutes the legal structure for the
development and implementation of inservice staff development
programs for public education Among the major elements of the

statutes affecting inservice staff development_are collective

bargaining, inservice activities. inservicessybiects (including -~

agricultural instruction, delinfiuency. and” ¢rime prevention),
inservice authority, inservice participants, leaves of absence, and
attendance requirements. Since collective bargaining has
substantial impact on inservice governance, the relevant portions of .
state employee negotiation statutes are reproduced n chart form.
Staff development is here defined in broad terms. It includes
formal Inservice training as well as meetings, conferences,
conventions. and gatherings held by educational associations.

2 g Georgia State Department of Education. Certification -
Renewal through Staff Devefopment. atlanta: Office
of Instructional Services, 1976. 55 pages. ED 128 295,

This collection of supportive matérials presents praztical
guidelines for the development of a set™of standards for
certification renewal All the necessary steps for developing a
model of staff development for certification renewal are logically
presented and clearly defined. "

The key factor in the initial stages of the staff development
program is the identification of the needs of the local students.
From here the teachers and administrators can get a clear picture of
their individual needs assrisment Once these needs are
estabhished, the critena for local starf development derive ditectly
from the student needs. 1t follows, then, that the central premise on
which certification renewal ought to be based is how well
educational personnel demonstrate that they have met the needs
assessed for the local students. It is important that personnel
performance be evaluated in an actual educational setting.

The Ceorgia State Department of Education has included the
admmistrative procedures necessary for the development of the
program for certification renewal and the criteria and procedures

“for recommending renewal. Reprinted in the article is an actual

recommendation for certificate renew ai that could ptove useful to
those in need of specific renewal guidelings.
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2@ 3 Higley, Jerry. Inservice Training for_Staff and
-Administrators. Schoo! Leadership Digest Series,

Number 8. ERIC/CEM Research Analysis Series,
Number 10. Atlington, Virginia; and Eugene: National
Association of Elementary School Principals; and
ERIC Clearinghousé on Educational Management,
University of Oregon, 1974. 32 pages. ED 099 951,

Higley's paper is one of the most thorough sources on the
development of inservice training for principals, providing a
valuable bibliography of current literature on the topic.

_Higley points out that there is a general agreemean:cmg
he

professionals on the need for inservice training but that “there 15
considerable disagreement over wat such training is su d to
produce.” University educat'ion departments tend to assume that
existing academic structures can identify admimstratwe
_mrnpeteng':es and decign training programs todevelop them. Many
practicing administrators claim that formal training programs,
originating in universities or school ¢slr|cts. usually work to destroy
leadershlp potential,_ .

The author reviews current rnelhods for the msemce training of
pringipali,. noting that “no startling new f}nethc:ods §- -
have been.introduced in the last five years.” Principals have been
encouraged to develop their skills through infortmal means such ag
systematic self-evaluation; reading, writing. j,:and travel; and
participation in community affairs. Formal agademic programs
have tended to emphasize the developmenl of technical or

managerial skills, human relations skills, and conceptual or °

problem-solving skills. Case studies, scenarios. simulation exercises,
gaming, and sencitivity training have all .become popular
instructional methods for inservice workshops.

Higley stresses the problem of principals’ prestige in current
inservice programs, “which give principals an image of themselves
as trainees, still students in subordinate programs.” According to
Higley, most literature on inservice education complamns that
existing institutione are too inflexible to create effective mservice
programs. He believes that “loosening up™ of the planning agencies
is the “necessary first step toward revitalized inservice education ”

own learning, and the adult’s fear of failure; a concluding section 105

presents training strategies for effective change in adults.
Klepf suggests that in order to begin a Drogram, a principal may
«need to engage a consultant, attend sernir ars in planning, or at least
read some of the literature on planning cited in the book’s seven-
page bibliography. Throughout, he emphasizes assessing the needs
of the staff, school, parents, and community. For him, staff
development is not something -merely for teachers or for

« administrators but encompasses training and growth-producing -

activities Tor all segments of the school community,

2 ' 5 Miller, William C. “What's Wrong with In-Service
Education? It's Topless.” Educational Leadership, 35,
1 (October 1977), pp. 31-34. E) 167 856.

Mitlar finds the results of staff development disappointing™
mainiy because the programs are generally directed at teachers
without aiding key leaders. “those at the top,” in developing new
understandings and skills. Now, more than ever, there’s a need to
reeducate administrators because few new staff members are being
hired; tumover of adm:mstratoa‘s = amons the lowest of ~ny
educational group.

miller analyzes what is necessary for meanlngful skaff
development programs for administrators. He draws a careful
distinction between training anéi educational experiences, both
essential for effective programs. He defines the most functional
kind of inservice education as that which provides the leamer with
observable results and feedback Any criteria used for effective
student leaming must also be utilized at “the top” as well.

Miller further emphasizes the need for effective programs for
administrators by pointing out their strategic position, They are able
to make decisions and to influence teacher behavior through role
modeling. This behavior, in tum :will be transferred to the students.
Therefore. discovering the skills and qualities of effective
leadership and how they can be leamed are essentiak for

" administrative staff development. Miiler values a leader’s ability to

unite and strengthen a group by always directing its rnembers
l0ward their common goal,

. 2 ' Klopi, Gordon ), The Principal and Staff Development
@ in the Elementary School. Princeps Series: Developing
the Rofe of the Efementary Schoo! Principal as an
* Educational Leader. Occaslonal Paper No. 4. New
York: Bank Street College of Education. 1974 90
pages. ED 108 282,

Klopf's well-writter: review of staff development processes and .

lechniguea is of, unusual depth and completeness. Although he
doesn’t provide a recipe for creating a staff development program.
he intfoduces and evaluates every possible training technique from
forrms to exhibits to institutes to encounter groups. In addition, he
provides theoretical information useful in getting a program off in
the right direction. For example, his chapter on how aduits learn
includes sections on the difficalty of breaking through habitual and
rigid reactions, the need of adults to enter into the planping of their

2 @ Morris, John £, “Relating Programs of Professional
Laboratory’ Expeliences and Staff Development.”

Clearing House, 49, 9 (May 1976}, pp. 402-5. €] 149

Norls relates in authoritative and clearly stated terms how a

program of professional laboratory experfences can aid $taff
development as well a5 improve the quality of education. Two

specific cutcomes are identified and followed by a discu ssion of -
*+ their actual implementation.

The first suggested outcome is movement toward mdmduahza
tion of instruction in grades one through six. Mortis shows how his
plan, which demands a broad scope, involves all levels of the
educational system. The key resource person is the highly skilled
college supervisor of student teachers, who becomes a change
agent with a vital interest In the success of not only each student
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106 teacher but also the entire program Sirﬁdarly the student teacher
has a vested interest in the outcome because he or she has not had

to fit into previously set procedures and curricula, but has
participated in their planning.

Maorris's second outcome seeks the continual assugnment of one
college supervisor to the same school. In this way the pnincipal and
o 1 teachers become involved in the plan and the public school
stuaent receives more oppottunities for higher quality education,
Further benefits include reduced teaching and decision-making
loads for the classroom teacher.

Morris suggests that rather than have the school principal request
the college supervisor, the procedure could be reversed. Through
normal procedures the teacher preparation institution could make
it a policy to assign students and a college supervisor o the.same
school for several consecutive quarters. During the first quarter, the
college supetvisor 13 busy opening communications with teachers
and principal. During the second and third quarters, this person aids
in needs identific ation and the selection of acti aties to meet those
needs. Although this is admittedly a slow process. the benefits are
great for all involved.

_ 287 National Education Association. Needs Assessment

for Inservice Education. Washington, D.C.: Division
of Instruction and Professional Development, [1975).
21 pages. £D 117 032,

+ Because “teacher-centered” programs are increasingly con:
sidered necessary for effective teacher statf development, knowing
ho* to assess leacher needs 15 the.first prerequisite to a good
program The NEA in this document prowides thoughtful step-by-

step instructions for decwding on the type of needs assessment..

appropriate and how to carry it out
The document discusses several written and oral forms of needs
assessment and lsts advantages and disadvantages of each,

inclitding cost in time and money. A disadvantage of written forms .

is that questions ma$ not be interpreted by all respondents tn the
same wiy; oral forms, however, make it difficult to get responses
from a large number in a short time  The method chosen depends
targely on the survey audience’s receptiveness to it While some
groups of teachers prefer to fill in checkhists or wnite responses to
open-ended questionnare queries, others will respond fully only 1n
private interviews or open hearings. If the needs assessment
questionnaire is the last of several questionnaires given in the same
year, response will probably be poor

A model inservice education questionnaire i included along with
detailed instructions for conducting a needs assessrhent workshop

2 Range, Dale G, "Staff Development: Still a Mayor
Challenge for siddle School Admimstrators ** Paper
presented at Wational Association of Sscondary

School Principals annual meeting. New Orleans,
January 1977. 12 pages. £D 136 363,

waiting or training ground for high school teachers. Along with the
emerging middle school movement; new demands and challenges
are placed on middre school adiinistrators. As a partial response to
the middle school administrator's need to curb the “back-to-basics”
movement so as not to destroy the objectives of the middle school
program. Range presents a specific instructional strategy:
sociodrama. Sociodrama is not only an excellent means of effecting
change in middle school children, but it is also compatible with the
“back-to-basics” movement.

The goals to be achieved through sociodrama jnclide increased
self+dentity, development of rational thinking procedures. and
increased competency in analyzing, classifying, and
communicating.

Generally sociodrama follows a six-step procedure: (1)
dentification of the problem, having to do with personal
relation ships. (2) definition of the problem by means of a visual
presentation. (3) selection of participants, who should be
volunteers, (4) preparation. Including a full discussion of the
situation with the entire class, (5) presentation, a five-to-ten minute
activity with the teacher in the background, and (6) discussion,
jinvolving the whole class The discussion should focus on poss1ble :

courses of action and their consequences.
of A" National Elementary Principal, 56, 4
{march/april 1977), pp. 66-70. E] 157 046,  ~

Traditionally the availability of professional development
opportumbies for school acknlnlslrators has been a low priority.
After the degree, additional lralmng.hés been only a “hit or miss.”
But St. John and Runkel assert that Béteming an ¢ ministrator is'a
lifelong process and that one of the best ways to upgrade our
schools 1s to upgrade the leadership competencies of every schqo}/
district’s administrative team.

The authors offer practical guidelines for avoiding professional
obsolescence through effective professional development
actwities. School districts should not overlook their own persoa?’;\ei
for conducting these aclivities: although moneys need to be
specifically designated for aumlnlstra(we development, one way of
curbing costs 1s to utilize key district pprsonnel St. John and Kunkel
give helpful suggestions for ensuring that administrators receive
maxmum benefit —including rewards and recognition —from their
participa: on. They include excerpts from a sample school-board’s
professional development, policy.

The authors maintain that even if programs for professional
growth are missing in a district, individual administrators have a
personal responsibility for thew own development. Useful
supgestions are hsted for how this growth might be ac{:omplished.

2@@ Seldin, Peter. The Twenty Day Prog am.” Clearing
House, 49, 4(December 1975), pp. 17 76.E) 133933,

St. John, Walter D, and Runkel, James A, “Profes-
sional Development for Principals: The Worst: Slum

Range begins his paper by pointing out that the junior high has
traditionally lacked specific traimng programs and 15 largelv a

One of the biggest problems faced in planning s(pi( development
actwvities 15 finding lime for them. Teachers are lured" after a day in
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the classroom and are protective of their precious weekend hours.
yel when released time is provided for inservice training, student
needs may be neglected. Seldin describes a program undertaken by
an anonvmous high school in New Yotk State that managed to solve
this problem.

In this program, twenty regular school days throughout the
school year were set aside for staff development Instead of
_ releasing students during these days. a special program of lectures,

films, workshops, and demonstrations was organized by a student-
faculty committee. This program was presented by volunteer local
resource people who were specialists in such areas as auto
mechanics, film making, abnormal psychology. and jude

Seldin relates that the stoif development activities were planned
by a faculty-administrative eommittee who enlisted the atd of the
New York State Education Department's director of inservice
training in exploring the availability of federal and state funds The
dean of the School of Educatton at a nearby state umversity and
outside resource personnel were then consulted in planning
mimcourses, discussions, tutering sessions, and workshops




ERI

PAFullToxt Provided by ERIC

EA 011 120

Teacher
Evaluation

.'“:

ED163640.

!

@ Bushman, John H. “Are Teachers Playing ‘Statue’ in-
2 ﬂ, the Classroom?™ NASSP Bulletin 58, 386 {December

1974). pp. 25-37. €} 106 950,

Bushman outlines three teacher self-observation “systems in
which teachers “receive objective feedback” conceming their
clagsroom behaviors and then “appraise their own teachin
eifectiveness” using this feedback, Bushman emphasizes that thﬂse
systems “must be thougit of as tools for the teacher to use in self. ¥
appraisaf rather than for the administrator to use in evaluation.”
administrator’s role should be that of “instigator and resource
person rather than. director or teacher” of these systems, = -,

The first system Bushman describes is the Teacher Setf-Appraisal
Observation System (TSA), The TSA defines thirty-one behavior
categories under the subheadings methods, objectives, and vetbal
and nonverbal expressions. Before a lesson, the teacner “establishes
2 lesson plan using the TSA categories,” indicating “the percentage
of time he plans to spend in each category.” Then the teacher is

" videotaped teaching the lesson. Afterward, the teacher codes the
Jesson by stopping the recoggder at tenssecond intervals to tally his
methods, expressions. and achievement of objectives on a TSA
coding card. 4 J

The Flanders Il‘tteracttcm Analws is used by a teacher to
determine the extent to which "he, is or s pot an authority figure.”
Using a ten-category Scheme, the type and extent of verbal

. initiation and response behaviors in the classroom are marked on a
scorecard. Another person can do the rparkmg, of the teacher can
evaluate himself if recording equ:pment is available,

The third system is the Teacher Imagb Questionnaire, in whtch
students are asked to rate'a teacher in sixteen areas such as -
knowledge of subject. faimess. and té‘achin‘g procedures. To
participate. a teacher requests the service from the Educator
Feedback Center at Western Michigan University. The question-”
naire is given to the class, usually by the principal, who then returns
the material to the center. The center makes an image profile and
returns it to the teacher only.

Bushman includes definitions of each of the T5A and Flanders
systems categdries, as well as a2 sample TSA scoring card.

22 Drummond, William H. “lnvolving the Teacher in -
- tvaluation.” Mational Elementary Principal, 52 5
(February 1973), pp. 30-32. £) 077 209,

Systemwide evaluation should be focused on’schqol-b\f‘school
achievement,” states Drummond, while “the evaluation of
individual certificated teachers should be done only by colleagues

| in the [same] building —with records kept only in the building.” This -

approach allows schools to be more responsive to the specific
needs of their clientele (parents and students} while creating an _
atmosphere more conducive to improving education. ~

To institute this kind of evaluation system. Drummond suggests
that principals first “request the central office and the school board
to excuse your building from' the regular teacher evaluation
procedures this yeat,” and then “with the faculty, parents and older
students, develop a strategy for school improvement.”
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AT tralnln g program_in observation techniques should be Hickcox and Rooney describe the present state of teacher 109

established for teachers and administrators Evaluations should be evaluation and then offer their own altemative approach,
organized nn a “helping trio” basis, with a helper, a helpee, and a The authors conducted a small survey of evaluation practices in |
mutually agreed on observer The helper practices “real helping eleven schools that differed widely in size and type (rural, suburban,
skills: lastet;ing, paraphrasing, empalhr,zh)g. providing psychological urban). The picture that emerged is a common one: evaluations
suppot‘t and so forth The obsenrgg #periodically provides were infrequent, particularly for tenured teachers; evaluations were

baick to both on the clarity and directniss of commumicatsons = usually done by one person—the principal, using standardized

ach teacher and administrator should keep'a record of what he rating forms: and there was rarely a preobservation conference
or she do&s ‘dutips, the year: At the end of the yeai, the principal between evaluator and teacher. )
.should give the L.tral office “detailed, nonpunitive informanon The authors believe their alternative model can help overcome
about the work of the.school*and its faculty * These kinds of some of the problems inherent in current systems of evaluation. In
changes, contenr’s Diummond. allow teacher eveluation to their system, the supenvisor and teacher meet prior to a classroom
become a positive force in school improvement. -, presentation and agree on the objectives of the lesson. They then

2@ Hall, George L., Ir. Assessing Staff Effectiveness D::ndl?geth:r tl:’e °|;3$"°°’:"_ Pfﬂc&dl:;”est:lhat will achie:e the
Pracucal‘%‘\pproachcs to Meanngful Eva!uatron 1974  Obiectives. Finally. and most importantly. they agree on what the
.- evaluation criteria will be (student performance. classroom
12 pages: ED 097 338 - - . . -
T - - observation ratings. opinions of peers or students). .

In this article, HIIl describes how he applies his own This approach alters the principal's role in subtle but important
individialized evaluation system to teachers with dlfferent vears of ' ways. Since ‘objectives. procedures, and criteria of evaluation are
experience, * * mutually agreed on. the relationship between principal and teacher

The beginning teacher needs the most attention. Ha]l (a high _ approaches that of professional colleagues. The principal’s role
school principal), together with the assistant principal and shifts from “judge” to “guide.” N

department chairman, first nelp the new teactier formulate . Although this system is both simple and short on paperwork, the
reasonable longrange objectives. Evaluation during this period authors predict that it may be difficuit to-implement. They suggest
‘centers not on the teacher but on the objectives . thatthe principal begin'the system with a small group of teachers (a

* Next one or more of the @valuators observe the teacher inthe teaching team if possible}and then slowly expand the system if it |s .
classroom several times and call him or her in for consultation . 3 syccess.

whenever they feel is necessaty They prepare a wntten evaluation
.and present it to the teacher, who 15 then asked to “write wh..t he
feels.are his weak and strong pomts and what he would like us to
do" to help him improve. £

2@ Igoe, loseplu A., and DiRocco, Anthony P. Teacher
Eva!&atwn Contract Procedures, Contract Cfauses,
Arbitration Cases. A Handbook for the -School

If the new teachet “has not had a course 1 ndwidualizing-and * .:drnu?:stratlor au:)cj{?E:;;uator. Qg):g;':gz'fhealan
humanizing instruction in his undergraduate studies.” Hall and the . ssociates. Inc., 1977, pages. 1.
assistart principal “onent ™ the teacher by going through astudent’s Thus well-written handbook has been designed to provide school
camplete profile with him and delineating what they expect. Since admunistrators. particularly principals. with “a new insight” into
most new teachers have come directly from a cojlege where contract evaluation procedures “ Igoe and DiRocco’s evaluation of
lectusing was the main teaching method, they "debnef the teather those procedures includes descriptions uf a number of actual
in order to get him away from ths type of teacking ” arbitration cases involving evaluation clauses. The work is replete

The final evaluation of a beginning teacher is a conference In ' with useful advice for administrators and school districts.
which Hall and the teacher compare evaluations of performance. Most teacher contracts now have a teacher evaluation procedure
Hall presents the teacher with a written evaluation while stressing clause. and most of the clauses have a simifar format. First, there i$
improvement as the goal of evaluation. %« usually a philosophical statement of intent, such as “the purpose of

Since teachers may be granted tenure after three vears. Hall evaluation 15 the improvement of professional competence.” The
believes that the thuad year 1s the mast cruaial penodfor evaluation. trouble with such statements is that their meaning is usually vague;_
He has a lengthy conference with the teacher at the end of the a:butrators can interpret them irf any number of ways. The authors
second year and another conference at the beginning of the thid suggest that districts “avoid statements of phifosophy not only in
year. He helps the teacher set up objectives and offers evaluation b,ut also}in-Sther areas of the contract.”
recommendations for improvement. During the third year. he . The "ma]or pitfall iy the evaluation clause is the speclfled
obseérves the teacher several times. / procedures,” advise the authors. The' specified procedures can

- -, nclude the number of evaluations to be conducted, the dates by
Hickcox, Edward S.. and Rooney, Thomas. The Shape
2@ of Teacher Evaluation: A Survey of Practices in the ; whucﬁ&each evaluation muspxbe completed, the length® of

observation peridds, and & ‘Gdnditions for advance notice to
(zfggi'taf District of New York. nd. 57 pages ED 120 tealhers. The main point here is that each.outlined procedure must

be followed td the fetter. Any infraction, nb matter-how small. can
. 4 - * ]
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noming experignce with the scale indicates that these 30 items are
adequate to discriminate between teachers of high, medium, and
low performance.”

They suggest that school districts use an initial plot year o

" establish a benchmark of teacher performance” The resulting

noms “should be developed and studied carefully by all parties,”
and then “levels of expected performance may be set.”

‘The authors list the thirty evaluation items in a table, They offer
suggestions for the use of the items as “improvement targets” for
teachers after gn evaluation. -

298

Natrietlo, Gary; Hoag, Margie; Deal, Tesrence E; and
Dornbusch, Sanford M. A Summary of the Recent
Literature on the Evaluation of Principals, Teachers.
and Students. Occasional Paper No. 18, Stanford.
California: Stanford Center for Research and
De\{elopment in Teachmg. Stanford Unwersity, 1977
69 pages. ED 141 407,

This paper deserves special note. The authors conducted an
extensive, though not complete, survey of the literature on
evaluation from 1965 t0 1975, They brictly review the three hundred
most worthwhile publications they found, which théyorganize into
the four areas, of administrator. teacher. student. and schoal (in
general) syaluation. They review the works n each area under the
headings theory, policy. and practice.

Natriello and his colleagues note several genefal charactenstics
of the literature on evaluation. First, evaluation 15 usually thought of
as assessing ¢ither the product (for example. the performance of
students) or the process {(for example. teaching techmques) Second,
the two general purposes of evaluation usually chscussed are to
improve teaching and to evaluate for tenure, firng. or promotion,
Third, the literature addresses iself to who should evaluate
(administrators only, or teachers, students. and parents also?)

The authors point out that evaiuation is “presently (a} confusing
and underdeveloped field,” with most of the hiterature “not based
on empirical research” and “parochial at best.”

Theoretical literature on teacher evaluation s sparse, the authors
report. They review ten publications in this.area that discuss either
the objectives of teacher evaluation or models of the evaluation
process. Three of these articles are ewther bibliographic essays of
‘annotated bibliographies.

Accountability 1s the theme of most pubhcatlons dealing with
policies of teacher evaluation, The authors review publications
dealing with several facets of the accountabiity problem and
describe several pther bibliographies on the subject.

The literature on teacher evaluatyon practices 1soverly abundant.
Typically, these publications descnibe existing evaluation systems
ot how-to-to-it instructions for.setting up a system. Some deal with
specific topics, such as objectivity or self-evaluztion, while others
propose general plans, -

29

Flow Vital.” Clearing House, 4
PP. 34-36. ] 062 768,

Pulley, Jerry L “Teacher Apgiisal Inform ational

1 (September 1572),

HE S

LY
-

The task of supervising instruction involves two often conflicting 1171 .

functions —evaluating teachers for promotion or tenure, and
helping teachers improve instruction. When the pnncupal aloge
supeivises nstruction, he “must serve in the potentially paradox:cal
roles of benefactor and executioner.” However, when a sub;ect
matter consultant o department chairman is also involved in
teacher supervision, theSe two cﬁonfllctmg functpons can be
separated, e

Pulley arpues strongly for a separation of the evaluating and
helping functions whenever possible. Although the tonsultant
could make valuakie contributions to teacher evaluations, “the
delicate relationship between teacher and consultant ;Kvould be
etoded if the consultant participated in a potentially threatening
activity such as evaluation,” Information flow between .(eacher and
consultant should be a¢ open a3 possible, but between principal and
consultant the “flow of the types of information that might affect a
teacheris emplov)‘nent status’ should be in only one
direction” —from principal to consultant: Of course. the consultant
must treat this information "with utmost confidentiality.” .

When a deparimant chairman is involved in teacher supervision,
_his role also should be clearly defined—helpmate or'infornier. but
not, both. Pulley prefers that the department chairman not be’
anvolved in teacher appraisal unless absolutely necessary. “Past
research studies,” says Pulley, *“seem to indicate that teachers tend
to favor the building principal as théirprimary evaluator.”

3 @ Robinsén, John ). “The Obsérvation Report—A Help
or a Nuisance?” NASSP Bulletin, 62, 416 {March

1978), pp. 22-26. £] 173 573.
Robinson presents the results of a survey of Connecticut high
schools that use written classroom observation reports as part of

their evaluation process. The suivky’s purpose was to find out how |

the ohservation reports are used and what value they have as
perceived by teachers and supervisors. _
The suivey found that three-quarters of the state’s high schools

used written observation reports, but only one-half of the schools -

required such use. Copies of the report were given to the teacher
.and in many distrigts to the superintendent as well, but rarely to the
“board Only about half of the teachers were observet twice or more
during the yesr the survey was conducted.

Supervisors felt that the reports were ,valuable as aids for
improving instruction, devices for commumcation between’
supervisor and teacher, and records of teacher slren\gths and
weaknesses Among the limitations that the supesvisors fierceived
were that the reports were “too subjective,” were “limited he
writer’s competence, and were “useless wulhout a conference”

Most® of the observations were, in fact, followed by a
postvisitation conference, but “the prewvisitation conference was
not widely used ” Supervisors "usually did not prepare themselves
before observing a class” by reviewing either lesson plans or
previous observation reports, The study also révealed that “there
are no ongoing Inservice training programs for supervisors to

! improve their observation technitjues.”

Over threefourths of the supervisors. however; believed the
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112 reports did help improve instruction Chie nalf of the uptepured
teachers and ope-third of the tenured teachers thought the same *

Rtobinson offers several suggestions for improving the usefulness
of observation reports: (1} Supervisors should ““schedule ope class
period a day for the purpose of observing teachers,” so that more
observat.one will be conducted. (2) “School districts should offer
inservice courses in observing classes to ther supervisors”, (3}
Previsitation copferences should become ap wtegral part of the
evaluation process

3®n Saif, Philip S. A" Handbook for the Evaluation of

Classroom Teachers and School Principals.
. Bloomfield, Copnecticut Capitol Region Education
" Council, 1976. 180 pages. ED 133 371.

This handbook was prepared by Saif and teacher committees
from three Coppecticut school distncts to provide model job
descriptions and evaluation instruments for all Comecticut-schoo!
districts. The job descriptions are detaled outlines of the
responsibilities of teachers and principals. The evaluatiop
instruments were developed “to match the job descriptions inorder
tofacilitate the assessment of teacher and principal performance.”

The teacher evalilation process specifies three conferences
between the evaluator and the teacher during the school year. In a
preconference at the beginning of the scRool yeat the teacher and

. evaluator agree on the categones of the job description in which

deficiencies exist. (The major categones are plapning apd
preparation, classroom management. ipstroction and interaction,
assessment, competencies and professional development, and
human relationships.) Improvement in a deffcient area becomes a
goal or objective for the year

The evaluator and teacher next agree on the actions the teacher
will perform to reach the abjectives Finally, they agree on how they
will validate the achlevement of an ohjective They meet again in
mud-year and end-of-year conferences to determine progres s toward
objectives. '

The evaluation instruments in this manual are designed to
measure the degree of achievemeént of the objectives. For each
major category of the teacher’s job description, there are three to

five evaluation instruments The teacher and evaluator choose one .

of more instruments as their measuring “tools” for each deficient
area. -

The evaluation mstrurncnts consist of vanous forms and
uestiopnaires on which both evaluator and teacher indicate the
extent to which they feel the teacher is fulfilling his or her
responsibilittes in a particular area. Saif provides twenty-six such
instriments and encourages teachers apd evaluators o create their
own vanations as needed. Included in this handbook are similar

/ svaluation instruments and a job description for principals

30

Salek, Charles Jerrold. “Helping Teachers vs
Evaluating Teachers.” NASSP Bulfetin, 59, 392
-{September 1975) pp. 34-38. E] 128 825

The recent rise of teacher unions as a means for winning benehts

has helped create an adversary relationship between principals and
teachers. In this chmate of confrontation, a teacher often
“percewves his principal’s efforts to evaluate him as a personal
attack.” .

A promising remedy. Salek contends, is the use of “non-directive
supervisory conferencing.” The object of this techpigque is to
remove “udgmental thinking” from the evaluation process by
creating an atmosphere i which both teacher and principal
concentrate onp a commop goal—improving instruction. The
principal’s role becomes that of “helper” instead of “critic,” a
change that helps engender a “chmate of reciprocal trust.”

Salek guthines & sw-step format for nondirective supervisory
conferences. Fust, “the teacher explains his intentions forthe lesson
observed.” Then he or she "describes'what happened in the lesson
in terms of intentions ™ During these steps the principal helps the
teacher clarify and understand his intentions by asking appropriate,
noncritical questions, such as “When you said (this) what di¢ you
envision occurring?” and “Did apvthing different frorn your iptent
occur? If so, what and why?”

Next, the teacher “looks at objectwe data op the lesson”
compiled by the principal, and, if available, looks at of listeris to
transcripts of recordings of the lesson. Again, the principal asks
appropriate questions, helping the teacher recognize specific
behaviors and their refation ta intentions.

{n the fifth step, the teacher “evaluates the lesson in te rms of the
achievement of his intentions for it.” Finally, if a change is needed,
the teacher plans how he would reteach the lesson. During these
steps. the principal continues in his helper role, never opeply
criticizing the teacher, but instead, by skillfully asking the right
questions, helping the teacher evaluate himself.

3@ Thomas, Donald. “The Principal and Teacher
Evaluation.” NASSP Bulietin, 58, 386 (December
¢} 1974), pp. 17. E) 106 946, .

"Manv hool districts have devised elaborate evaluation
programs based oh Unimportant items.” states Thomas, !
supenntendént of the Salt Lake City school district. In this article,.
Thomas criticizes four of these evaluation systems and suggests in
their placeé an “individualized” evaluation system, aimed
principally/at teacher improvement.

One edrly system based evaluation on “good traits” such as -
grooming, speech patterns, enthusiasm, and emotional stabili(v.
Later systems based evaluation on the “skills and competencies” of,
teachers, such as “democratic behavior” and "“ability to organize.”
Thomas claims there is “no convincing evidence that this kind of
evaluation identifies good teaching.” "

The author fires similar criticisms at twd maore recently
developed evaluation methods: the “product evaluation” method,
in which teachers are judged by the achievement of their students;
and the “service contnbutions” method, in which important factors
inevaluation are “offices held, writings publ:shed, speeches given,”
and so farth.

Iu Thomas's evaluation system, he adwses principals first to
"meet with each teacher individually to establirth what it 15 that vou

11
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expect from thé teacher for the school yeafl" Next. the prinapal
would request, he teacher to “program towardithe oblectives and to
provide semc@s that will attain the mutually-agreed-on objectives.”
The principaf would either meet with or observe the teacher duning
the year to learn how he or she 15 getting along and then prowde
help if needed. -

At the end of the year the teacher and prin¢ipal would look at
“validation data” to determine whether objectives have been
achieved: validation data might include standardized (ests. student
attitude scales, observation reports. \'ndeOtape1$. or teacher-made

tests. L

3@4} Thomas, E. Barrington. “Critenia/ Employed by High
School Prncipals in Evaluating Feachers in Victona =
The fournal of Educational Administration 10. 1{May
1972):pp 19-33. E1 063 187

Do principals use the same critena when evaluating teachers for *

promotion to another classroom position as they use when
evaluating teachers for promotion to ap admunistrative position? To
find the answer, Thomas sent questionnaes hsting thirty
commonly used criteria ‘of avaluation to the 244 high schcol
principals in the state of Victoria. Australia Principals were asked to
indicate how frequently they used each critegion i evaluation
_The study found that the principals as a group employed “a
common body of evaluative criteria™ for ¢lassroom promotion and
another, different common body of crteria for adnmmstrative
promotion Classroom promotion critena tended to be “process™
criteria—those relating to aspects of classroom behawior such as
teaching technigie and classroom; disciphine. Among the top
criteria were “'class control,” “teacher-pupil relationships,” “the

energy, force and enthusiasm displayed in the teaching.” and “pupil

participation in fessons.”

On the other hand. admimistrative promotion crnitenia were
"presage criteria, “those concentrating upon the characteristics of
the teacher, such as knowledge. |nle||lgence industey ©* The top
criteria here were “the degree of co-operation of the teacher wlth
other staff members,” the ~“lovalty and dependabidity of the
teacher,” “'qualities of leadership displayed by the teacher.” and
he “personality of the teacher ~ )

Thomas also studied the relationships between the evaluation
criteria principals used and such factors Z{ the principals’ age and
experience, the time the principals spent M classsoom teaching. and
the size and focation of schools For example. rural principals

onsidered “the teacher's participation. and standing i the
ommunity” 3 more important criterjon than did urban principals
Principals who taught five to ten periods a week paid less attention
o the teacher’s “concern with the character development of

mupis” as a measure of his quality. This, says Thomas, suggests that -

*principals closer to the realities of the teaching situation may be
ore cognizant of the difficulties of developing character and
desirable attitudes in pupils.”
Thomas includes in this interesting and wellwritten article
everal tables illuswrating his findings and & sample guestionnaire

;
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Scott, W. Richard, Failures of Communication in the
Evaluation of Teachers by Principals. Technical
Report No. 43. Stanford. California: Stanford Center
for Research and Development in Teaching, Stanford
University, 1975. 27 pages. ED 105 637.

Principals may be able to improve both teaching and teacher
satisfaction simply by increasing the frequency of evaluation. This
is one conclusion of & study conducted to determine the differences
1n percepitions of principals and teachers regarding various aspects
of teacher evaluation. The authors administerzd questionnaires to
thirtysthree experienced principals (at least one year in current
position} in three districts. and to 131 teachers in one of those
districts

After compiling and analyzing their data. the researchers found
that there was ittle agreement between principals and teachers
regarding the extent to which teachers knew what information and
critena were used in evaluation. In other words. principals thought
teachers knew more about the evaluation process than they-really _
did. Principals also “reported communicat 1 their evaluations
much more frequently than teachers reported receiving thém.”

Some principals reported that they thought “teachers would be
dissatisfied with requent evaluations and therefore would resist
them ~ But the researchers’ data point in the other direction —"the
frequency of communicating evaluations proved to be-a major
1.tor in teacher satisfaction with evaluations.” Similarly, the study
found that as the frequency of evaluation increased so did teachers’

30,

-perceptions that the evaluations were helping them improve their -

teaching,

The authors sefected two of the schools they studied for closer
examination. The schoofs diff red widely in the frequency -of
evaluations, a difference that was refiected In the widely differing
ievels of teacher satisfaction, Thirteen tables illustrate the authors’
findings /

S10

Tuckman, Brute' W.; Steber, James M. and Hyman,
Ronald T. “Teacher Behavior Is in the Eye of the -
Beholder: Perceptions of Principals.” Paper
presented at the American Educational Research
Association annual meeting. New York, April 1977.
18 pages/ED 137 928.

Do pringipals at différent grade levels have different ideas about
what makes an efff.zftive teacher? To answer this guestion. the
authors asked thirli principals (ten each at the senior high,

7

intermediate, and elementary levels) to charactenze ten of their
teachers’ styles using the Tuckman Teacher Feedback Form (TTFF).

perceptions of four components of teaching style: “creativity,
dynamism (dominance plus energy), organized demeanor

.

Thompson, June E; Dornbusch, Sanford M.; and 13
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The study revealed that principals at the three levels perceved

both “dynamism” and "warmth and acceptance differently’

Teachers rated “most effective™ at the elementary level were rated
lowest by their principals for dynamism and highest for warmth and
acceptance. In contrast. “both intermediate and senior high
principals perceived dynamism as positively related to teaching
effectiveness,” while senior high principals perceived warmth and
acceptance as being negatively related to effectiveness

The study also found that “teachers rated by their principals as
‘least effective’ * rated themselves “as high on all four TTFF
dimensions as teachers rated by their principals as ‘most effective” ™
Obviowsly. then. the least effective teachers “do not perceive
themselves as ineffective.”

The authors note that the discrepancies between principal and
teacher ratings are greatest for the “least effective™ teachers at the
senior high level. The authors suggest that the larger
comm'imic’ations gap at the senior level may be due to the larger
and more complex structure of most senior high schools, which
tends to insulate teachers and principals from each other

3 @ Weisenstein, Greg R. Teacher Evaluation: The
7 Prmcrpal s Role Eugene Qregon School 5tudy
Council. University &f Oregon: OSSC Bufletin. 20, 3

(November 1976} 28 pages. ED 130 436

“There is litde question abowt thé\princ:pal‘s obligation” to
*account for and assure the quahty of- educanon in his or her
school,” states Weisenstein But the extent to which the principal is
involved in the actual evaluation process can vary. The principal
can perform all evaluations himself, he canbe a participant on an
evaluation team, he can act as a consultant for teacher self-

_ evaluation, or he can simply assign the responsibility to”another
 staff member. In decidi

his extent of involvement. he should
consider his own “personility and professional background,” as
well as the receptiveness of the staff to different forms of
‘evaluation

Weisenstein favors evaluation by a (eam to evaluation by the
principal alone. The latter approach opens the door to charges of
prejudiced evaluations, while the input from additional evaluators
provides a broader (and hopefully more objective) basis for
evaluation. . ’ .

Once a principal decides his extent of mvolvement in evaluation,

‘he must choose, or help to choose. a particular evaluation

instrument. Weisenstein urges principals to choose their instrument
carefully: with the rise of accountability, principals will soon have
to justify “each element of thewr evaluation instrument as having a
direct purpose in their plan™ to impréve.instruction.

When judging the adequacy of an evaluation instrument,
Weisenstein suggests that principals consider the following factors.
Relevance- Does the instrument measure a characteristic that 1s
considered important! Reliability and objectwity—Is the

instrument consistent from ong appllcatlon to the next?

Validity —Does the instrument measure the behavior it was
intended to raeasure? Fidelty—~To what degree does the response

L3

to the mstrument parallel the actual performance! Ease, of
administration — Is the instrument readily available and easy to use?
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$2 75, nonmembers '

186 Umt Specify E) 104 149 $600

187 UMI Speafy EJ 175684 $400

8

188 EDRS 'Specdy ED 102 680 MF $0.83 HC |

$1.67 Plus postage

189 UM, Specify £] 172 935, $4 00

190 EDRS Specify ED 064 240 MF $083 HC
$1 67 Plus postage.

13. The Managemen! Team

191 UMI Specify E) 134 517 $6 00

192 EDRS Specdy ED 137 981 MF $083 HC
$167 Plus postage

Uml Specify El 158823 andfor £) 158 824
$4.00 each

Educational Research Service, Inc, 1800 N
Kent St, Adington, VA 22209 $8 00 prepaid
The interstate Printess & Publshers, Inc.
1927 N Jackson St, Danwille, IL 61832
$350.

EDRS Specdy ED 137 965 MF $083 HC
$167 Plus postage

UmML. Specify EJ 15C 379 $4 00

UM Spéaify E) 170973 $400

Ul Specify E) 160 475 $4.00

Umi Speady E) 085 992 $€ 00

UMl Specify E] 160 474 54.00.
EDRS-Specify ED 094 456 MF $0 83 HC
$1767 Pius postage

Qregon School Swdy Councit, Col e of
Education, Unversity of Qregon, Eugehi, OR
97403 $1 50

UMI Speaify Ef 171 506. $4 00

193
194

195

196.

197
198
199
200
mm
202

203

204

4. Paent Evaluation of Schools

205 EDRS Specify ED 115 683. MF $0 83 HC not
available Plus postage

UMI Speafy EJ 158017 $4.00

EDRS Speciy ED 099 432 MF 3083 HC
$167 Plus postage.

UMI Specify E) 157 047. $4.00 .
Journal no lenger pubhshed :

UMI Specify E) (N5 356, $6.00

EDRS Specify ED 117 138 MF $0.83 HC
$2.06 Plus postage .

EDRS Specify £D 132 186 MF $083 HC
$206 Plus postage

FDRS Specify ED 081 876 MF $083 HC
$167 Plus postage ¢

UMI Speaify £1122 522 $600

UMl Speafy E} 112 493 4600

206
07

208
209
No
m

22
213

b4l
215

15. Public Reiations Programs

216 Natwonal School Boards Association, 1055
Thomas Jefferson St, NW , Washington, DC
20007 $5.00
American Association of Scoool
Adromstrztons, 1801 N Moore St , Arfington,
VA 22209 Stock No 02100458, $250
prepad, include $1 00 handling charge
The Synesgy Group, In¢, 53938 Sunderland,
Utica, M1 48087 $2 95 prepand
Uil Specdy EJ 110 965 4600 .
UMI Specfy E] 137 969 $6 00,

Natienal School Public Relaticns

Association, 1801 N. Moore 5t . Arhington, VA
22209 Stock No. 41113335, $7.95 prepad
Nationel Schoo! Public Relations
Associabion, 1801 N pMoore St , Arlington, VA
22209 $1595 hard cover, $11.95 soft cover.
prepad
UMl Speady E] 169083 $4.00
National School Public Relations
Associabion, 1801 N Moore St . Arlinglon, VA
22X09 Stock No 41113449, $4.75 prepaid
New York State School Boards Assocration,
Inc. 111 washington Ave. Albany. NY
12210. $3 00,

Uil Specify £) 160 469 $4 00.

Joumal no tonger published

-UMI Spearfy k) 137 97 $600
School Informaton and Research Sevice,

27

78
né
m

22

‘e

223
224

225

226
227
228
229

LY

12 -

[ 246

200 East Umion Ave, Qlympia, WA 985
$2.00,

186, Reduction in Force

230 Availlable members only. Education
Policies Service/National School Boa
Association Policy  Informatic
Clearinghouse, 1055 Thomas Jefferson ¢
NW , washington, DC 20007,

23 UM, Specify E] 146 473, $4.00.

232 EDRS Specify ED 149 435. MF $083 ¢
$467 Plus postage.

233 UM Specify E] 177 715 andfor E] 177 7
andjor E) 177 717. $4 00 each S

234 Salary and Merit, PO, Box 6266, Arlingtc
VA 22206, $2.50.

235 Capla Publications, 18 Qveglook Av
Rochelle Park, N) 07662. $2.50. >

236 EDRS. Sbecify ED 099 043, MF $0.33 |
$2.06. Plus postage.

237 UMI. Specify £) 129 362, $400.

238 EDRS  Specify EDy 137 904 MF 083 3
$1.67. Plus postzge.

239 Educational Research Service, Inc., 1800
Kent St., A .ngton, VA 22209, $3.00 prepa

240 UM Specify E) 133 029, $4.00

241 UML. Specify E] 131 690. $6.00.

242. UML. Specify EJ 160 399, $400.

243 EDRS. Specify ED 150 731. MF $0383 t

. $1.67. Plus postage.

17, School Financial Elections

243 UM, Specify E] 175 705 andfor £] 175 7'
andfor E) 175.707. $4.00 each,
EDRS. Speaiv ED 063 636, MF 5083
$167. Plus postage.
Puolications Dept.. Center for Education
Policy and Management, 1472 Kincaid 5
Eugenc. OR 97401. Free,
247 ERIC Cleannghouse on Fducation
. Management, University of Qregon, Euger
QR 97403. Feee.
UML. Specify E) 137 985, $4.00 -
The Western Political Quarterly, Unlver.fn
of Wah, Salt Lake City, UT 84112,
Institute for Educaticnal Finance and ¢!
Amercan Education Finance Associatic
1212 5.W. Fifth Ave, Gainesville. FI. 3260
UMl Specliy E] 077 857.%600. - - -
UM, Spectly E] 078 893, $6 00,
Mational Schoo! Public Relatjo:
Association, 1801 N. Moore St, Arlington, \
22209 Swock No. 41113335, $7.95 prepau
Edycational Research Service, Inc., 1800
Kent St., Aslington, VA 22299, $8 00,
Natiwonal Tax Joumal, NTA-TIA, 21 E. 5ta
St C Jumbus, OH 43215 $3.50.

eath & Co, 125 Spring SL., I.exmglo
MA 02173. $14.50. )
Rewview of Economics and Statistics, Nont
Holland Publishing Co, .0 Box 21
Amsterdam, The Netherlands

245.

248,
9

250,

5
252
253

254
255
256
257

18. School Volunleer l"tograms

258 UM Specify £] 159 815 $4.00.

259 EDRS Spocify ED 122 173 MF $083 F
$1 67. Plus rustage.

266’120Rs Speafy ED 126 612, MF $083 +

$6 (1. Plus postage

UMI Specify 146 508, $400.

EDRS. Specify ED 143104 MF s083 F

$1 67 Plus postage. - s

Unl Speafy El 166 777. 54&]

EDRS. Specify ED 130 250 MF $083 +

$467 Plus postage: .. "

UMI Specify E] 163 153 3400,

Um] Speciiy E] 162 783, $400.

261
%2

263
264
265
266.

Phy Qefta Kappa, Inc, Eighth Si. & Unie

27

"




*Ave,, Bloomington, IN 47402. $0.75 prepaid,

. EDRS. Specify ED 109 443 MF $0.83 HC not
available, Plus postage.

. EDRS. Specify ED 079 257. M" $0.83 HC not
available. Plus postage.

. EDRS. Specify ED 105 690. MF $083 HC
$2.06..Plus postage. .

. EDRS. Specify ED 11 575, MF %083 HC
$3.50. Plus postage. .
EDRS. Specify EDL117 341, MF $0.83 HC
$7.35. Pius;postase. )

. UM, Specify EJ 160 489. $4.00.

1%, Staif Development
274. UMI. Specify E] 110 970. 36 00.
275. EDRS. Specify ED 114 ®3. MF %083 HC
$1.67. Plus postage. -
276, UM Specify €] 125 015, $6.00,
. EDRS. Specify ED 107 601, MF 5083 HC
$11.37. Plus posiage.
. Educational Research Senvice, Inc, 1800 N
Kent St.. Adington, VA*22209.33. 0 prepaid
. UMI Specify £1162122. 8400,
. UMI, Specity €} 150 148, 34.00.
~ EDRS. Specify ED 129 031. MF 3083 HC
$10.03. Plus postage.
. EDRS. Specify ED 128 295 MF 5083 HC
$3.50. Plus postage.  ©
. EDRS. Specify ED 099 951. MF %083 HC
$2.06. Pius postage. .
. EDRS. Specify ED 108 282. MF $083
. $4.67. Pius postage.
UM, Specify EJ 167 856, $400. S
. UM). Specify E) 149 294, $400 °
EDRS. Specify ED 117 032 MF 3083
$1.67. Plus postage.
. EDRS. Specify ED 136 363. MF $083
$1.67. Plus postage N .
289. UML. Specify EJ 157 046. 34 00.
. UM, Specify EJ 133 933. 3600,

20. Teacher Evaluation

. UMI. Specify El 106 950. %6 3.

. UML. Specify EJ 077 209. $6.00;

. EDRS. Specify ED 097 338. MF 5083 HC
$1 67, Plus postage.

. ‘EDRS. SpeCify €D 120 25% -MF $083 HC
$3 50. Plus postage.

. Thealan Associates, Inc., 15 Computer Dr,
West, Albany. NY 12205, $14.95.
Educational Research Service, Inc., 1800 N.
Kent S1., Arlington, VA 22209 $17.50.

UML. Specify E) 153 047. $4.00.

. EDRS. Specify ED 141 407. MF $083 HC
$3.50. Plus postage.

UM, Specify £] 062 768. %6 00.

UMY, Specify E) 173 573. 34 00..

EDRS. Specify ED 133 371 MF 5083 HC
$1003. Plus postage.

. UML. Specify Ef 178 825. $6 00

. UMI. Specify E] 106 946. $6 Q0.

. UM, Specify'E) 063 187. 36 00.

. EDRS. Specify ED 105 637. MF 3083 HC
$2.06. Plus postage.

. EDRS. Specify ED 137 928, MF $0 83-HC not
avalable Plus postage

QOregon $chool Stedy Council, 124 College of
Educatidn, University of Oregon, Eugene, OF
'9?503{.*‘51 50.

g mes% £8% 3% B B ¢ 2NH

g
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